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Grace — The Felicity of Being

Renilde Montessori

It has been said that the child comes
into the world in a state of grace. Grace
- a word rich in spiritual meaning, a
word many of whose acceptances are
applicable to the child. The child
charms, the child provides unmerited
divine assistance to man for his regen-
eration and sanctification, the child is
disposed to kindness and clemency.
Above all, the child loves and inspires
love.

Love is a term much maligned, be-
smirched and muddied. This is to be
deplored.

In The Secret of Childhood (Chapter IV-
Where Adults Impede - “The Intelligence
of Love”) Maria Montessori says, “The
whole labour of life, which fulfils itself
through its laws and brings things into
harmony, reaches consciousness under
the form of love. It is not the motor
impulse, but it is a reflection of the
motor impulse, as planets reflect the
light of the sun. The motor is instinct,
the creative urge of life. But this, in
bringing creation to being, tends to
make love felt, and therefore love fills
the consciousness of the child. His self-
realisation comes about in him through
love.”

It is said, “The child is born of love.”
Perhaps, perhaps not; and, if so, with
bizarre misconceptions of what is
meant by love. Doctors’ waiting rooms
abound in pamphlets bearing jarring
titles such as “safe love.”

One day, when life’s essential values
emerge from the absurd chaosin which
evolving humanity findsitself, we may
laugh, ruefully and with compassion,
at the inane and shallow mores of the
second millennium, characterised by a
gamut of mean, lewd, petty interpreta-
tions of the primordial energy we call
love.

Love, cloaked in grace, is the child’s
endowment. Those who call the child
into the world, and those who make
themselves responsible for ensuring the
excellence of its existence in this world,
must seek within to find again that old,

forgotten grace with which to meet the
pristine, unsullied, infinitely generous
grace of the child.

How long will it take humanity to see
the newborn child in all its dignity, how
long until we learn to appreciate in this
miraculous being the powerful force of
life, until we allow ourselves, delight-
edly, to be swept along with the great
vitality generated by this companion-
able, funny, tender, demanding little
person? Instead, we dig in our heels
and put all our energies into retaining,
restraining, stultifying the vigorous life
we ourselves have engendered. We
smother it with the obfuscated igno-
rance of instinct run dry, replaced by a
cacophony of information, so much
and so deafening that we can no longer
distinguish good from bad from non-
sense from outrageous.

Babies, children, the young, do not
provide information, they present us
with life in its essential form. We must
become adequate to recognise again
and heed those ancient, perennial di-
rectives which once urged us to live,
when we ourselves were in a state of
grace and the felicity of being was
strong within us.

Instead, something dreadful is hap-
pening to us. We become more or less
willing victims of an onslaught of
things and fashions, which we can
withstand or not depending on our ca-
pacity to discriminate the good and
useful from the superfluous and
overtly damaging.

Particularly where our children are
concerned our nearsightedness verges
on the pathological. The children give
us love; we give them things. The chil-
dren ask for our companionship; we
give them television and computers.
The children demand that they be al-
lowed to walk, to run, to move, to ex-
plore their splendid universe; we
paralyse them in vehicles, in cages, in
restricted soul-killing environments.
The children invite dialogue; we give
them food, a bottle, a pacifier to com-
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pensate for a lethargic indifference that
renders us inert. Above all, the children
demand meaning, and they are given
none and so their spirit shrivels. They
do not know their world; they do not
know themselves.

They come to life disposed to love
and their love is not allowed to find
expression. They are condemned to the
bleak desolation, akin to hell, of ceas-
ing to love — grace withered, the felic-
ity of being destroyed. These are the
children born to endless night.

A sombre picture, but for a great
number of the world’s children it is a
true picture, true enough to awaken our
alertness, an alertness dulled by the
horrors of heinous crimes committed
against other great numbers of children
—rape, incest, murder, mutilation, pros-
titution, every possible violation of
their defenseless young bodies, their
minds, their spirits. These overt crimes
are bruited and the call to action on
their behalf has sounded. The call to
action against the covert crimes has not
been voiced for the sinister reason that
they are perceived to be virtues.

What to do? Accept the children’s
gentle invitation to follow with them
nature’s firm and clear directives, to
bask in the benevolent glow of their
inherent grace, to pursue with them the
felicity of being.

As parents, as educators, we tend to
be ponderous - devoid, in fact, of grace.
In everyday terminology, we need to
lighten up, to rid ourselves of super-
fluous preoccupations, to rid the child’s
environment of useless things. From
the very beginning of its existence we
must allow ourselves to enjoy the
child’s company, recognise its dignity,
respect its freedom and, above all, have
faith in the wholesomeness of its vig-
orous endeavours. We have to admire
its efforts, rejoice in its achievements
and learn not to intrude with our anxi-
eties, our undue expectations, our fears
- for these are all obstructions to the
sanity of its interaction with the envi-
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Renilde Montessori

ronment.

As Maria Montessori says, “the child
learns through spontaneous, meaning-
ful activity.” The ability to recognise the
meaning in the child’s activity is a fas-
cinating aptitude well worth pursuing.
Observation is the fundamental art re-
quired of all scientists, most certainly
of all educators, and most particularly
of all parents.

“Yes,” we object, “but it takes time.”
Indeed. Yet time, the sense of endless
time, is a condition for allowing the fe-
licity of being to flower. Haste, where
children are concerned, is ugly and
damaging. For them, because they are
following life’s rhythms and must not
be impeded from doing so. For us, be-
cause it makes our perception ragged
and tatters our soul.

A child who is allowed the freedom
to learn all the essential disciplines of
its environment through spontaneous
activity, driven by ‘the creative urge of
life,” will know itself. A child who is
given the absolute assurance that its
existence has profound meaning to
those who gave it life, will never have
to search for meaning. A child who is
allowed to participate as a contribut-
ing member of its family and every
milieu it further encounters, will be-
come responsible for itself and capable
of assuming responsibility for others.
Such a child will grow strong and free
and hardy, its initial grace intact, its fe-
licity of being an ineradicable given. It
will become an individual not needy
of a group to give it power and pur-
pose, but a fully functioning, indepen-
dent element in an enlightened,
interdependent society.

In The Absorbent Mind (Chapter XXIV
- Cohesion in the Social Unit), Maria Mon-
tessori gives the following description:
“The example of a society where social
integration exists can be given: it is the
cohesive society of young children,
achieved by the magic powers of nature.

”We must consider it and treasure it
where it is actually being created, be-
cause neither character nor sentiments
can be given through teaching: they are
the product of life.

Cohesive society, however, is not the
same as the organised society that rules

the destiny of man. It is merely the last
phase in the evolution of the child; it is
the almost divine and mysterious cre-
ation of something resembling a social
embryo.”

This is the embryo of the enlightened,
interdependent society towards which
as a species we are stumbling, errati-
cally, but most certainly following evo-
lutionary directives in the same manner
that each child follows the directives
which urge it towards its own construc-
tion.

Humanity evolves in the magnificent
environment that is our earth, the earth
which brought us forth and to which
we shall return, content, if our life has
been well lived.

St. Francis of Assisi, in one of the
most exquisite songs of praise ever cre-
ated, thus celebrates the earth:

Laudato si’, mi Signore, per sora nostra
madre terra, la quale ne sustenta et governa,
et produce diversi fructi con caloriti fiori et
herba --

‘Be praised, my Lord, for sister our
mother earth, who sustains and gov-
erns us, and produces diverse fruits
with colourful flowers and grass’ and
thus our death --

Laudato si’, mi Signore, per sora nostra
morte corporale, da la quale nullu homo
vivente po skappare.

‘Be praised, my Lord, for sister our
physical death, from whom no living
man can escape.’

There is an extraordinary compan-
ionableness in ‘sister our mother earth,”
without which the joy of living would
not exist and in ‘sister our physical
death,” without which there would be
no evolution. The grace of our existence
springs from love for ‘sister our mother
earth’ and the comfort of knowing that
we are sustained and governed by her,
however much we may be misled into
thinking it is we who govern her.

The grace of our existence also lies
in the sure knowledge that we are fi-
nite and no living human can escape
‘sister our physical death.” The felicity
of being is contingent upon a deep
awareness and joyful acceptance of
these two ’‘sisters’” whom St. Francis,
with all the humility of his spiritual

wisdom, chose to celebrate.

Deep awareness and joyful accep-
tance — these are two human phenom-
ena whose development is allowed,
helped and encouraged in splendidly
explicit silence by a Montessori pre-
pared environment for children three-
to-six years of age; provided that those
who prepare this environment are
themselves fully aware of its potential
for becoming a milieu divin, an ambi-
ence which provides all elements nec-
essary for the children to construct
themselves and, together, create the
embryo of a perfect human society.

The Montessori prepared environ-
ment, if well understood and imple-
mented, is itself deserving of silent
fanfare, not only for its uncommon
common sense, but also for an aspect
which has consistently been disre-
garded and overlooked.

Montessori pedagogy has been held
culpable for not taking into account the
child’s emotional development. The
withholding of unsolicited praise, of
uncalled-for caresses, is perceived as a
lack of warmth and nurturing. The vis-
ible expression of ‘any unnecessary
help is a hindrance to development’ is
considered a form of malice.

Another source of the prevalent mis-
conception that children’s emotional
life is disregarded is the austerity of the
environment, which nevertheless con-
tains, implicit and intelligible, all physi-
cal, intellectual and spiritual properties,
abstract and concrete, aesthetic and sci-
entific, of the phenomena of human ex-
istence, thus giving the child’s inherent
love of life the possibility to become
rooted in truth and reality through
meaningful, spontaneous activity.

The prosaically termed ‘Exercises of
Practical Life’ contain in essence all the
elements of the domestic household,
and these translate into the greater hu-
man household with all the extraordi-
narily complex, varied, multifaceted
ramifications of ‘Care of the Environ-
ment, Indoor and Outdoor,” ‘Care of the
Person,” ‘Grace and Courtesy’ and
‘Movement.’

The sensorial materials give the child

the possibility of individually recreat-
ing and becoming intimately knowl-
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Grace — The Felicity of Being

edgeable about the abstractions it took
humanity hundreds of thousands of
years to reach; to acquire habits of the
intelligence such as observation and
classification which are the basis of all
science; to make aesthetic decisions.

The language materials allow the
children to enrich and explore language
— that specifically human tool, the in-
strument of collective thought — ab-
sorbed passionately and insatiably
since the very beginning of their exist-
ence, making their own its poetry, its
scientific exactness and precision, its
beauty and vitality, an investment in
enchantment for their entire life.

The math materials elevate sensorial
classification to number and measure,
converting it into a transmissible sci-
ence with myriad applications. They
offer the tranquillity of dealing with
absolutes, and the peace —or disquiet -
of infinity.

Each piece of material is unique, iso-
lating one activity, one concept, never
to be repeated in any other piece of
material, so giving luminous clarity to
the message, the information, the exer-
cise it contains. The child is given the
possibility of uninterrupted concentra-
tion, of voluntary and consistent rep-
etition, the sense of endless time
without which there is no learning, no
abstraction, no incarnation and thusno
creation or recreation.

In this deceptively simple environ-
ment with its discreetly named areas —
Practical Life, Sensorial, Language and
Math — the seeds are sown for every
aspect of human endeavour - the arts
and architecture, music and dance, the-
atre and literature, science and technol-
ogy, etc., etc., etc.

Never to be forgotten is that the ste-
reotypical Montessori prépared envi-
ronment known as the Casa dei Bambini
is the result of delicate, precise choices
made by many generations of children,
of all races, of all nationalities, of every
socio-cultural origin, beginning with
the small group gathered in Via dei
Marsi, in the Quartiere San Lorenzo, in
Rome, in 1907.

Our premise is that children are in a
state of grace. Grace is life’s given, not
ours to give. As parents, as educators,
we must perceive our children’s grace

to be a sacred trust and heed the silent
mandate to ensure to the utmost of our
ability, with the intelligence of love,
their felicity of being, thereby becom-
ing worthy of the unconditional be-
nevolence with which they accept us -
their parents, their educators.

Renilde Montessori is Maria Montessori’s youngest
grandchild.She lived and traveled with her grandmother
asa child.She attended Montessori schools and finished
her secondary studies in the Montessori Lyceum of
Amsterdam. In 1968 she joined the Montessori move-
ment, first as a personal assistant to her father, Mario
Montessori. She obtained her primary Montessori di-
ploma from the Washington Montessori Institute in 1971
and has since then been lecturer, trainer and AMI exam-

iner. From 1989 to 1995 she was Director of Training at

The Foundation for Montessori Education in Toronto. In
September of 1995 she became the General Secretary
of AMI.
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A Montessori Community for Adolescents

Camillo Grazzini and Baiba Krumins G.

Foreword

When I was asked to prepare a blurb
for this presentation, I decided it was
important to give some background in-
formation on its origin. Thus I indicated
that the paper was originally written
for the Adolescent Colloquium which was
held in Cleveland and organized by
someone whom I both esteem and con-
sider a good friend, David Kahn.

In the blurb I indicated when the
Adolescent Colloguium was held: in Oc-
tober 1996. That is almost two years ago
and, in a certain sense, that is a long
time ago. Someone even told me this
paper may already be obsolete. Obso-
lete reminds me of those words and ex-
pressions that have fallen into disuse
but can still be found in a dictionary.
They have a little cross next to them, as
though to say, “Rest in peace, you are
no longer needed, you are obsolete.” Of
course, for all the words that become
obsolete, there are new ones that come
along and quite often they simply sub-
stitute for the old ones. Whether or not
this paper is obsolete depends on
whether or not something new has
been done, something that has radically
changed the situation. In any case, al-
though it does not bear this year’s date,
the paper mostly draws on what Maria
Montessori says, and what she says is
as good as timeless.

Finally, in the blurb I specifically
pointed out the concluding section on
What Needs To Be Done. What needs to
be done is a consequence of the earlier
parts of the paper; it is also the most
important part. It indicates the themes,
proposals, guidelines, for an explora-
tion that could lead to a unification of
the adolescent experiments and to the
establishment of erdkinder communi-
ties. These suggestions, made almost
two years ago, await relevant responses
and answers. Therefore, these sugges-
tions or questions are still valid, or per-
haps blessedly obsolete, depending on
what has been done in the last two
years. What has been done is what we
shall be hearing about this afternoon

when Peter Gebhardt-Seele speaks
about A Montessori Erdkinder Program,
Practical Considerations.

Introduction

Before considering erdkinder specifi-
cally, let us recall what Montessori says
about work, the adult’s work and the
child’s work, because this provides the
background for understanding more
clearly what Montessori says about
adolescents.

In The Secret of Childhood, Maria Mon-
tessori makes it very clear how the
adult and the child each have their own
work, in their own world, with its own
laws. Thus, speaking about the adult,
she says: "It is the adult’s task to build
an environment superimposed on na-
ture, an outward work calling for ac-
tivity and intelligent effort; it is what
we call productive work, and is by its
nature social, collective and orgam'sed.”]
This work is regulated by norms, the
laws of the society, and these differ from
one human group to another. But, as
Montessori points out, there are some
basic laws which are common to all hu-
man beings and to all times. These are
the laws which are rooted in the very
nature of human beings and are con-
cerned with the nature of the work it-
self.

One of these basic laws is the divi-
sion of labour: human beings differ
from one another and this leads to
specialisation of work; and also
specialisation of work leads to, or rein-
forces, individual differences in human
beings. There is also another basic law,
one which refers to the individual’s
own work, and that is the law of the
least effort, or the law of minimum ef-
fort, according to which the individual
seeks to attain the maximum produc-
tivity with the least amount of work.
This particular law is also extremely
important, not because of a desire to
work as little as possible, but because
it means obtaining more for less expen-
diture of energy. Indeed it is such a use-
ful principle that it is applied to

machines complementing human
labour. Montessori calls these basiclaws
“the good laws,” “social and natural
laws of adaptation to work.” (Of course
deviations can also arise: the law of
minimum effort, for example, can de-
generate to the principle of having oth-
ers work “so that I may profit by their
labour while I rest.”)

About the child, Montessori says
that, though he cannot take part in the
adult’s work, he is also “a worker and
producer” and has his own work to do,
that of “producing a man.” This work
is completely different, and therefore
the laws and characteristics of the work
are completely different. Instead of the
adult’s division of labour, we find the
child’s “I want to do it” or “help me to
do it by myself.” Instead of the mini-
mum or least effort, we find the law of
maximum effort: the child, says Mont-
essori, “wastes an immense amount of
energy over an insubstantialend ... and
in the exact execution of every detail.”
The adult is externally motivated
whilst the child is internally motivated;
the adult uses and transforms the en-
vironment whilst the child uses the en-
vironment for interior ends; the adult
is exhausted by his work whilst the
child leaves his work “completely re-
freshed and full of energy.”

The reason for these differences and
contrasts is always the same: the adult
works to perfect the environment
whilst the child works to perfect being
itself. Because the child and his work
are so different, so alien to the world of
the adult, Montessori goes so far as to
describe him as “an extra-social being
par excellence,” in the sense of one who
cannot take an active part in society’s
productive labours or in the regulation
of its organisation.

Then, with adolescence or the third
plane of development, the individual
becomes a social newborn.2 What does
Montessori mean when she identifies
the adolescent in this manner? Well,
first of all, she does not mean the birth
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of a social being in the ordinary sense.
Human beings are, by their nature and
throughout their lives, social beings;
they belong, after all, to a social spe-
cies. Thus no baby can grow up tobea
truly human being in isolation from his
group; otherwise we have only “the
savage of Aveyron.” What she does
mean is that the individual is now born
to a new life: he is a newborn adult, a
newborn member of adult society, a
newborn participant in adult society;
he is newly born as one who can “take
an active part in society’s productive
labours or in the regulation of its
organisation.”

Adolescent needs and Montessori’s
answer

Knowledge of the adolescent’s char-
acteristics, physical and physiological,
psychological and behavioural, consti-
tutes the underlying basis and deter-
mines the overall structure of any
institution which is planned or set up
to function as a secondary school.

The characteristics of adolescence are
well known to all of us.3 Suffice it to
say that they are centred on the process
of transformation we call puberty,
which means the creation of the adult
from the child. Thus the characteristics
are nothing other than the expression
and manifestation of nature itself, of
nature’s own demands. They are the
characteristics of the “social man who
does not yet exist but who is already

. born” (Clio, 64); of the social man who

“is created but has not yet reached full
development.”# With this new plane of
creation we have, as Montessori writes,
“an epoch of inner revelations and of
social sensibilities.” (Schocken, 134)

This new being, this new individual
that is the adolescent, has to reach full
development as a “social man,” has to
prepare himself for his entry into soci-
ety, has to prepare himself for active
participationin a society based on adult
work or “productive work” as Mont-
essori calls it. So what does he do? What
has he to do? Montessori, comparing
the life of the human being to stages in
the life of Christ, likens the adolescent
to the twelve-year-old Christ who, “for-
getful of his family, is heard to discuss
with the doctors” and who later “de-
votes himself to manual work and ex-

Q

ercises a craft.”> (Schocken, 134)

The adolescent Christ, in other
words, is initiated into the world of
adult work. However, we are not meant
to interpret this in an overly literal fash-
ion: it is not that the adolescent takes
up specific training for some profession
or vocation, something that would be
totally inappropriate anyway from the
point of view of our modern, complex
and, above all, rapidly changing soci-
ety. Thus, in Education and Peace Mont-
essori writes, “The child by the age of
twelve should already be taking an ac-
tive part in social life; he should be pro-
ducing, selling and working, not in
order to learn a trade, but because
working means coming into contact
with life, participating in the building
of supernature.”®

The erdkinder community, then, is
Montessori’s answer to the vital needs
of adolescence. This answer is actually
a set of specific and particular work es-
tablishments or work environments
that belong both to nature (the earth or
the land) and to supernature (the works
of man). Through these two, nature and
supernature, it is possible to satisfy the
needs and tendencies, and therefore the
requirements, of adolescents.

The environment as the key for each

plane of education

For the purpose of a thorough
grounding in the Montessori approach
or method, we always separate and ex-
plain the components as (and in this
order):

% the environment

+ the materials (motives for activity
generating experiences which are
constructive in the literal sense of the
word)

% the adult, directress or teacher (cus-
todian of the prepared environment;
the link to the environment and ma-
terials, and to work and culture in
general, guardian and keeper of the
flame, the one who fans the fires of
interest).

Montessori also speaks of the envi-
ronment in a more inclusive sense
when she speaks of a trinity made up
of the child, the adult and the environ-
ment. And environment can be under-
stood in even more all-embracing
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terms, and this is the sense favoured by
modern sociology: from the restricted
meaning of the physical surroundings
we have come to the idea of the sur-
rounding conditions, be these physical,
psychological, social, moral or of other
types.” The educational environment
then becomes not only the physical en-
vironment but also everything that is
found there, from the most concrete to
the most intangible.

Yet the power and importance of the
physical environment should never be
underestimated, especially from the
point of view of development and edu-
cation. Thus in 1936 (London), Mont-
essori actually identified her planes of
education by using expressions which
refer to a physical environment. Fol-
lowing the example of Friedrich W. A.
Froebel’s (1782-1852) famous Kindergar-
ten (the first “garden of infants” was
opened in Germany in 1840), Dr. Mon-
tessori coined analogous expressions
using German terminology: quite re-
markable and arresting expressions of
which erdkinder is one (and now the
only one that is still used). Thus she
called the children from birth to twelve
years die Moebelkinder or “the furniture
children,” as those who live mainly at
home and in school. (Of course this was
later changed to make a greater distinc-
tion between the first plane and the sec-
ond plane children. The latter became,
if you like, “the children of the cos-
mos.”) The adolescents (ranging in age
from twelve to eighteen) she called die
erdkinder which literally translates as
”the earth children,” but earth has to be
understood as the soil and not the
planet. Thus in the English language
we find “the children of the soil” or “the
land children” or “the rural children.”

Young people from eighteen to
twenty years of age Montessori called
die Wuestenkinder which means “the
children of the wilderness” or “the chil-
dren of the desert.” Montessori ex-
plains as follows: “If young people at a
certain point are called upon to take an
active part in the life of humanity, they
must first feel that they have a great
mission to accomplish and prepare
themselves for it. They must have the
chance to meditate upon it a little.”
(Copenhagen 1937, reprinted in Educa-
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tion and Peace, Clio, 70). Lastly, adults
from the age of twenty on Montessori
called the "men of the universe,” die
Universum-Menschen.8

Although all of Montessori’s expres-
sions coined in the thirties refer to a
physical environment, only some of
these environments are meant to be lit-
erally lived in, in a bodily sense; the
others have to be lived in with the pow-
ers of the mind or spirit. It is signifi-
cant that the former refer to the creative
planes of development, infancy and
adolescence. Both of these are tied to a
very specific physical environment.

Thus for adolescents there are many
environments that could permit them
to experience and participate in adult
work, but Montessori explicitly states
all the reasons that these adolescents
should live, work and study in the
country.

The erdkinder environment

The one element that is absolutely
fundamental and irreplaceable, that we
absolutely cannot renounce as far as the
adolescents are concerned, is therefore
the erde: the earth as the soil that we
can take in our hands; the earth as the
land which we can till and cultivate in
order to make it bear fruit; the earth as
the countryside where we can live in
conditions that are healthy for both
body and spirit.

Erde for the adolescent does not mean
the countryside or a farm as a destina-
tion for outings, or for occasional or
even regular visits and short-term
stays; what it does mean is the physi-
cal place, the physical environment,
where the adolescents live their lives.
Then, within this primary general en-
vironment, certain specific establish-
ments or work environments are to be
found, and these gradually come to be
managed by the adolescents together
with the adults.

Ideally, the erdkinder community
would belocated on a large estate “with
trees (possibly including woods), near
the sea, and at the same time near a
city” (Clio, 81). The specific establish-
ments or work environments mentioned
by Montessori are: the boarding school
which includes the “land children’s hos-
tel”; the farm; the guesthouse; the store
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or shop for the sale of fresh produce and
craftwork. (Montessori comments that
the last-named could be set up in the
nearest big town.)

In the Italian language Montessori
uses the old expressions for guesthouse
and shop: locanda which can translate
as inn and bottega which can mean not
only shop but also workshop and, there-
fore, evokes the idea of artisans and
craftsmen. In this way, she recalls me-
dieval enterprises which, in and of
themselves, are really quite modest and
familiar but which played a large part
in the human and social interchange of
medieval life.

By means of the various establish-
ments and work environments that
have been mentioned there comes into
existence that erdkinder community
which Montessori calls a “school of ex-
perience in the elements of social life,”
that is, in the elements of the life of so-
ciety (Schocken, 102) and which she
also describes as a ”'centre for study and
work.” (Schocken, 105) The value and
the significance of the erdkinder does not
reside in the countryside as such (oth-
erwise any school in the country would
do) but in working the land, where this
is understood as an introduction to
both nature and civilization. Or, better
still, in the value of work in general,
“with its wide social connotations of
productiveness and earning power.”
(Schocken, 106)

The idea of work as part of educa-
tion, as having a truly educational as
opposed to utilitarian purpose, can be
considered as “a development of that
principle ... known as the exercises of
practical life,” (Schocken, 104) though
with the adolescents the independence
to be acquired is “economic indepen-
dencein the field of society.” (Schocken,
105)

Erdkinder and the urban compromise

I have always found it disconcerting
when the adjective urban is used to
qualify the Montessori term erdkinder
because the one automatically invali-
dates the other. The expression,
erdkinder —an urban compromise (reflect-
ing a fairly recent and rather particular
kind of interpretation of Montessori
adolescent education), is fundamen-

tally flawed, both from a Montessori
point of view and from a linguistic
point of view. An urban erdkinder com-
munity, translated into ordinary En-
glish, means a “city landchildren”
community or, to put it even more dra-
matically, an “urban rural children”
community. This is as absurd as it
sounds — a real contradiction in terms.

Whilst I consider the setting up of an
authentic erdkinder programme to bean
initiative of enormous interest and im-
portance to the Montessori community
as a whole, I find that the urban com-
promise has nothing to do with Maria
Montessori’s vision, intentions or
hopes. The urban compromise was,
and is, an attempt to provide a new
kind of school for adolescents and it
would have been better simply to iden-
tify it as such, without any reference to
Montessori and without any sort of
Montessori justit’i(:ation.9 Furthermore,
exactly in what way and to what ex-
tent does this new kind of secondary
school, the urban compromise school,
differ from the Montessori Lyceum
found in Holland?

Certainly more than twenty years of
the urban compromise in the United
States represents a noteworthy experi-
ence: a noteworthy experience for ac-
quiring an in-depth knowledge of
adolescent psychology from a Montes-
sori point of view; a noteworthy expe-
rience for acquiring the breadth of
knowledge involved in drawing up a
unified curriculum for a plan of stud-
ies for this new kind of secondary
school, established along general Mon-
tessori lines. In fact, it has been pointed
out that “the practitioners have made
a wealth of observations.” But has such
a unified curriculum been drawn up or
compiled?

Above all else, however, these years
and years of the urban compromise have
made it clear that the appropriate en-
vironment has been lacking: the very
environment which constitutes the key-
stone for an erdkinder community ex-
periment.

Past experience as a guide for the or-
ganization of an erdkinder community

What is particularly new and revo-
lutionary about Montessori’s reform for
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the education of adolescents is the idea
of a more or less self-regulating com-
munity which is located in the coun-
try, that undertakes various kinds of
enterprises, enterprises that provide the
adolescents with varied experiences of
adult or “productive” work, and which
offers an opportunity to develop practi-
cal abilities in organization, manage-
ment and administration. Consequently
it may be useful to have alook at analo-
gous communities and institutions, past
or present, in order to explore the prac-
tical problems involved in running
such a community, and to examine the
solutions that have been found or de-
vised.

For example, after the Second World
War (1939-45) in Italy, as well as in other
countries, various institutions were cre-
ated to help children and adolescents.
These were children and adolescents
whose fathers had been killed as sol-
diers during the war, or who had lost
both parents because of air raids, or
whom the war had left mutilated, etc;
children, in other words, who had been
deeply scarred by the war, injured both
in body and soul.10

Other types of institutions have been
created for the moral and social rehabili-
tation of minors or juveniles, institutions
aimed at re-educating adolescents who
are socially maladjusted for whatever
reason. The very first experiment of this
kind was the Junior Republic, founded
in 1897 by William George in Freeville,
New York. The most famous of these,
however, is Boys Town, which was the
subject of a well-known film starring
Spencer Tracy. Boys Town was founded
in 1917, in Omaha, Nebraska, by the
Reverend Edward Joseph Flanagan
(1886-1948). His aim was “to gather to-
gether lost or stray boys, saving them
from vagabondage and delinquency,
and to educate them according to a
particular method of education that
would develop a sense of personal re-
sponsibility.”

Maria Montessori herself, after par-
ticipating at the 8th International Mon-
tessori Congress in San Remo, went in
September 1949 to visit the Villaggio del
Fanciullo (or Boys’ Village) in Tor Marangone
in the province of Rome. Founded in
August, 1945, by Monsignor John

Patrick Carroll-Abbing and Don Anto-
nio Rivolta, the Boys” Village became a
community of “the children of the war
who through horror, pain and sorrow
have awakened to love,” as Monsignor
Carroll-Abbing wrote toward the end
of his book, A Chance to Live.ll

However, the two kinds of institu-
tions described above are always of
limited interest for the organization of
a Montessori erdkinder community.
Since the former and the latter are quite
distinct in terms of the community
members, the aims and therefore the
pedagogical approach disappear. Peda-
gogically or educationally speaking, it
may be more interesting and relevant
to explore and examine past experi-
ments belonging to the progressive edu-
cation tradition.

Thus we find that the very first ex-
perimental school was founded in 1889
in England by Cecil Reddie (1858-1932).
He founded Abbotsholme School as “a
community of educators and scholars,
with practical and collective teaching.”
In Reddie’s thinking, “all schools ought
to be communities, miniature common-
wealths or states, as they were in the
Middle Ages.”

Reddie’s school then inspired the
founding of others, not only in England
but also in France and Germany. Thus
Hermann Lietz (1868-1919), the Ger-
man educator, was inspired to found
the Landerziehungsheime or “education
homes in the country.” For example, the
one for youths from twelve to sixteen
years of age was founded in Haubinda,
Thuringia, in 1901.

Most of these schools emphasised, to
varying degrees, the freeing of the child
from adult pressures and the provision
of a rich and varied community life.'?

Obviously, these past experiments
that were undertaken by Montessori’s
contemporaries can be used as a source
of ideas, so long as we continue to bear
in mind all the Montessori experiences
that have taken, and are taking, place
in this country. The point is always to
see if there are relevant non-Montessori
experiments that can provide guide-
lines for the organizational aspect in-
volved in setting up an erdkinder
community, especially when it comes
to the coordination of all the various ac-

tivities or enterprises.

Maria Montessori herself says that,
“The organization must be conceived
in such a way that the adolescents do
not feel in any way out of place as a
consequence, and so that they may
adapt in any surroundings. The adap-
tation will then manifest itself by col-
Iaboration, source of the social harmony
which accelerates individual progress.”
(Clio, 74)

Of course an important part of any
community or organized setup is dis-
cipline, and Montessori says: “ A severe
discipline ought to exist ... in order to
assure an ordered inner life and the
unity of aims.” (Clio, 81) She also
points out the following: “...in order
that individual action be simulta-
neously free and fruitful, it must be
confined within certain limits and obey
certain rules which constitute (give) the
necessary direction (guidance). The
limits and rules must be observed by
the entire institution... The rules, like
the materials for the youngest children,
must be necessary and sufficient to main-
tain order and assure progress.” (Clio,
74) With the right kind of organization,
Montessori foresees that the result will
be not only self-discipline but a proof
that self-discipline is an aspect of indi-
vidual liberty and the chief factor of
success in life.” (Schocken, 113)

Although the organisation of the
erdkinder community can always evolve
on the basis of actual experience, it is
also wise to explore this matter before-
hand. For this reason, I suggested to
Mario Montessori Jr. in 1974 (when he
questioned me on the subject of
erdkinder) that an exploratory investiga-
tion be undertaken. Information and
documentation could be gathered on the
main institutions for adolescents from
the point of view of their organisation.
On this basis, a comparison could be
made so as to identify the common or
general characteristics as opposed to the
distinguishing features that are specific
to particular experiments.

Philosophy and practice

All the institutions mentioned earlier,
as well as the erdkinder community it-
self, incorporate two dimensions: that
of the ideals or guiding philosophy
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which represents the aims of the insti-
tution and the operational one, organi-
zational and practical, by means of
which the aims of the institution are
realized or reached.

In accordance with the different
modes of viewing the human being and
his destiny, it is possible to identify two
distinct types of pedagogical policies or
approaches to education. The first is
remedial, and we can think of this as be-
ing reconstructive in its aims. The sec-
ond is preventive, and its nature and
aims are constructive. (In her early writ-
ings, Montessori often used the expres-
sion hygienic, in the sense that hygiene
or hygienic treatment promotes health
and prevents illness, whereas ordinary
medicine focuses on curing illness.)

. The remedial approach seeks to re-
dress harm done, to find a satisfactory
solution to situations and events in-
volving serious risk and injury of a psy-
chic or psychological nature. The
remedial approach is therefore caus-
atively based, focusing on symptoms
and using “any valid means to halt
damage done, to overcome the diffi-
culty involved, to resolve some unfor-
tunate or intolerable situation...”
Educational institutions of a remedial
nature are therefore set up as a re-
sponse, one which is certainly admi-
rable on a human and social level, to
dramatic problems and deviations
which are already clearly evident in the
adolescent or young person. (The cause
is always a story of violence of some
kind or another, violence to which the
young person has been subjected.)

Montessori’s approach, however, is
always constructive, finalistically
based, and depends on the right kind
of intervention at the right time in or-
der to prevent problems from arising
and prevent harm from being inflicted.
And this is true for each and every
plane of development. (Incidentally,
this is one of the reasons that I have al-
ways considered terms such as remedy
and remedial inappropriate in a Mont-
essori context.)

Therefore, from this point of view, the
erdkinder community is Montessori’s in-
strument, an original and innovative
instrument, for preventing the devel-
opment of serious problems during

adolescence, and for preventing devia-
tions from arising within the adoles-
cent. In other words, the erdkinder is
always a constructive (rather than a reme-
dial) environment, one which therefore
fosters healthy, or normal, development.

The original and positive philoso-
phy of erdkinder

The philosophy which inspires and
which has to govern the erdkinder, is
therefore completely different to (in
some ways even the opposite of) that
of the institutions founded by Father
Flanagan or Monsignor Carroll-Abbing
or others like them. We could almost say
that the Montessori philosophy works
on the positive, whilst that of the other
institutions mentioned works on the
negative (perhaps inevitably so during
those particular historical periods).

Apainful illustration of the difference
between the two philosophies can be
found in Maria Montessori’s own life
and work: her nomination for the
Nobel peace prize in 1949 and the sub-
sequent non-conferment. In June of that
same yeér, the Ttalian press spoke of
two formidable rival nominations
backed by the Anglo-Saxon world: the
International Red Cross and the
Bernadotte Foundation. Reporting
Montessori’s point of view, the press
wrote thus: “No oneis indifferent to the
merits of these two institutions. This
does not mean, however, that they have
contributed to the cause of peace; on
the contrary, they both presuppose the
existence of war, and exist insofar as
war exists...” And the press concluded
by saying, “Montessori’s position is
quite different; Montessori creates
peace."13

In any case, the Norwegian Nobel
Committee (the committee delegated to
award the peace prize “to those who
have made the greatest contribution to
the peace of mankind”) assigned the
1949 prize to John Boyd Orr, a British
scientist who was the first director-gen-
eral of FAO (the United Nations Food
and Agricultural Organization). In
other words, it was decided to honour
an institution which stood midway be-
tween the two positions: it provided re-
medial measures and brought hope for
the future. 14

Also, for the erdkinder community we
have to ask the right questions, those
which are relevant to a constructive
pedagogical approach. The question is:
what sort of structure or organization
and what sort of “help to life,” the life
of the adolescent, must be provided,
such that these adolescents become
adults who are builders of peace in a
multicultural society which is in rapid
evolution?

For the aim of the erdkinder commu-
nity is also that of contributing to the
“reconstruction of society” (Clio, 59) by
fostering within these adolescents, who
are “social newborns,” (Clio, 64) admi-
ration for, and understanding of, the life
and work of humanity. (Clio, 60)

Which adolescents?

Ifitis true that Montessori education
is based on planes of development
which are quite distinct and yet inter-
dependent, insofar as together they
form a single unity, then those who
enter the erdkinder community should
be mainly adolescents coming from
Montessori elementary schools, in the
same way that those entering Montes-
sori elementary should be children
coming from the Casa dei Bambini.

The erdkinder is a community of ado-
lescents of different ages: in Montessori’s
thinking, all the different ages from 12
to 18 years. Of course, with only early
adolescence in mind, the ages will be
restricted to the range 12 to 15. In any
case, the erdkinder community, age re-
stricted or otherwise, is open to ado-
lescents of both sexes and of every race,
creed or social class. Furthermore,
Montessori also specifically points out
that the erdkinder is “intended for nor-
mal children, but those who are slow
or backward, suffering from some psy-
chological maladjustment (mental bar-
riers, timidity) may be admitted...”
(Schocken, 119)

It would, however, be better if, in the
beginning, only those adolescents with-
out problems or handicaps of any kind
were accepted for the erdkinder. Adopt-
ing this policy, just for the initial phase,
is important both in relation to the
larger community in the locality of the
erdkinder and in relation to the parents
who are interested in this initiative.
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This would avoid an old and common
misconception: the Montessori ap-
proach must not be seen as a mainly
remedial approach but as the construc-
tive approach that it truly is. Further-
more, this policy would serve to
reassure those parents who may be
worried about the risks involved in
such a new undertaking.

The staff or personnel

The erdkinder is not only a commu-
nity which is set up for adolescents and
made up of adolescents, itis also a com-
munity which includes experts (both
Montessori and non-Montessori) who,
undertaking their own specific tasks,
work with the adolescents.

The erdkinder community team of
adults or experts is made up of teach-
ers, both living in and also coming in
from outside, and “technicians” or
“technical instructors.” Thus Montes-
sori mentions, for example: “an instruc-
tor for agriculture and gardening, a
business manager for the shop and ho-
tel (guesthouse)” etc., and also person-
nel “specially qualified in practical
work, in cooking, or sewing and mend-
ing, and ... an intelligent handyman
capable of giving instruction in various
trades while he helps in the daily
work.” (Schocken, 120) About the vis-
iting teachers (thatis, those who are not
living in), Montessori says that they
“should have the proper qualifications
for teaching in secondary schools” and
that there should not be too many but
“rather the minimum number who can
undertake a group of related subjects,
which can be subsequently separated
according to the needs of the school.”
(Schocken, 120) Thus we have the vari-
ous experts in practical work and those
who are expert in the various disci-
plines of study. To this team we could
add medical and nursing personnel,
and also the Montessori experts.

In the light of what Montessori her-
self writes, the problem of training
Montessori teachers for working in the
erdkinder does not exist. In the section
where Montessori speaks about the
teachers for the erdkinder, she says vari-
ous things (for example that they
should be young and open-minded)
but never does she speak of Montes-

Q

sori professionals. Yet, according to
some Montessorians, this is the cat-
egory that represents the optimum for
starting and developing an erdkinder
programme.

If this category truly represents the
ideal type of expert or teacher for the
needs of the erdkinder, it certainly is nec-
essary to set up a new kind of Montes-
sori institution, namely a teacher
training centre for adolescence or
erdkinder. Such a centre would presum-
ably provide the two standard parts of
Montessori training: the psychological
aspect (Montessori theory) and specifi-
cally adolescent psychology; and the
pedagogical aspect, that is Montessori’s
pedagogical approach. The training
provided by such an institution would
solve the problem of Montessorians
who have no experience with adoles-
cents, and also that of the teachers of
adolescents who have no Montessori
experience or training. One could even
envisage a third category of students:
those who have neither experience with
adolescents nor Montessori training
and experience.

However, this view of training for
erdkinder has either overlooked or taken
for granted another aspect, one which
is absolutely essential for the erdkinder:
the key role played by teachers expert
in the various specific disciplines (for-
eign languages, biology, mathematics,
etc.). From this perspective, it is com-
pletely counter-productive and also
contrary to Montessori’s thinking, to
have individuals who are not expert in
the specific disciplines (be they
Montessorians or non-Montessorians)
working with the adolescents on the
academic curriculum. Nor is it neces-
sary for these erdkinder teachers to have
Montessori training or experience.
What is required of them, instead, is a
high level of specialised qualifications
and knowledge, combined with a sym-
pathy for Montessori principles and an
unconditional acceptance of their ap-
plication in the programme and work.

Thus Montessori herself, speaking
about these young teachers who should
have the proper qualifications for
teaching in secondary schools, says:
“But that does not mean that they will
be free to teach by their own methods.
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On the contrary, they must adopt the
methods of the (Montessori) institution
for their collaboration to be effective.”
(Clio, 82) Consequently, the most that
would be required is a brief orientation
course for those who have no knowl-
edge whatsoever of Montessori and
this would not require the setting up
of a special institution.

America, however, until quite re-
cently, was looking for a way to set up
an AMI Montessori centre and/or
course for erdkinder. We are of the con-
trary opinion: in an erdkinder commu-
nity (a type of educational setup which
is already highly unusual, not to say
revolutionary) the role of Montessorians,
as such, should be limited to that of di-
recting, coordinating and integrating
the work of the various adults, so that
the erdkinder functions according to the
Montessoriideas in general. Therefore,
what needs to be set up is not an
erdkinder teacher training centre, but a
single permanent organizing commit-
tee for the whole country, a committee
made up of Montessorians and includ-
ing, as ex officio members, a representa-
tive from the AMI Head Office and
another from AMI/USA. This commit-
tee can then appoint a national coordi-
nator. The task of this committee would
be to coordinate all the experiments al-
ready existing in the country, and to
oversee new initiatives in such a way
that a reform of the secondary school
is gradually brought about, a reform
which reflects ever more faithfully Dr.
Montessori’s ideas.

Another possibility also exists, that
is to say an initiative which could be
undertaken in addition to the above.
The funds and resources that would
have been tied up in an erdkinder
teacher training centre could, instead,
be used for setting up an actual
erdkinder community. This could then
serve as a model and point of reference
for the whole country, as a sort of na-
tional erdkinder which would be open
to adolescents from all parts of the
country and which could provide a
physical base for all further initiatives
(for example for the committee, for con-
ferences, etc.). This is possible because
for erdkinder (as opposed to Children’s
House or elementary), there is no prac-
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tical or Montessori reason requiring a
local physical location, and there are
many practical reasons favouring a
larger establishment in the service of
the national community or society.

Plan of studies and work

What Montessori calls “the physical
care” of adolescents must, she says, “in-
clude special attention to the physi-
ological condition of adolescence.”
(Schocken, 113) Specialized and peri-
odic medical check-ups, special atten-
tion to nutrition by means of an
appropriate diet, swimming, etc., these
are all part of the programme.

Then, as Montessori informs us,
“Study need not be restricted by the
curricula of existing secondary schools
and still less do we need to make use
of their methods...” Moreover, “the
aim should be to widen education in-
stead of restricting it.” (Schocken, 111)

Nonetheless, it would be wise to un-
dertake an exploratory research on an
academic curriculum for the first three
years of secondary school, a two-
pronged research: first in terms of
Montessori’'s ideas and secondly, in
terms of national or state requirements.

The Montessori research should con-
sist of two parts: a general part and then
a more specific analytical part. The
former would mean identifying the
general principles underlying the
programme, principles which give the
framework and set the climate of the
teaching programme. The latter would
examine what Dr. Montessori proposes
as a programme for each subject, even
though she really only gives us an out-
line.

Thus, “to open the way to the possi-
bilities of the adolescent for personal
expression,” (Clio, 76) Montessori in-
dicates various activities of a musical,
linguistic and artistic nature. Then, as
formative or “creative elements” for the
human psyche, Montessori identifies
moral education, mathematics and lan-
guages. (Clio, 76) Lastly, “to put the
adolescent into relation with present
civilization,” Montessori specifies “the
study of the earth and living nature”
(geology, biology, etc.); “studies relat-
ing to human progress and to the build-
ing of civilization” (physics, chemistry,

etc); and “the history of humanity” (in-
cluding a special study on the present
state of one’s own country).

Montessori’s programme, however
(as we know very well), does not in-
volve only “studies” but also “work.”
Apart from the types of work already
mentioned earlier (working the land,
etc.), Montessori also speaks of work
relating to daily life, practical life activi-
ties in other words. At this stage, they
concern the maintenance of the envi-
ronment and all that it contains: every-
thing that in our society goes under the
name of DIY or do-it-yourself, and that
are, in fact, activities which adults un-
dertake in their free time. Montessori
comments that “work does not hinder
study, but even makes it possible to
study better.” (Schocken, 104)

The research into the national or state
requirements concerning the academic
curriculum should focus, above all else,
on the targets that are set for each sub-
ject area: the knowledge and the skills
to be reached by the end of the first
three-year-cycle of adolescence. In this
regard, Montessori writes, “A schema,
written in large letters, posted in an
obvious position, clearly indicating the
degree of study demanded by the laws
governing secondary education, consti-
tutes an excellent stimulus and gives
the directives” withoutimposing obliga-
tions (Clio, 81). (See also the Dalton Labora-
tory Plan, 1922. Clearly Montessori’s pupil,
Helen Parkhurst took over the idea of this
particular means of stimulus and verifi-
cation for her plan of education.)

Back in 1974, I suggested to Mario
Montessori Jr. that he ask those in-
volved with the erdkinder experiment
to procure the necessary information on
state requirements. So perhaps this has
already been done.

Anyway, when these two kinds of
research have been completed, a work
of comparison can be undertaken (for
the Montessori programme and the
state curriculum) so that a unified
programme for each subject or disci-
pline can be drawn up. This would be
very reassuring for parents and very
helpful for those who are anxious about
the academic aspect of their children’s
secondary education. Actually thisis a
worry most parents have, and perhaps

particularly so in the case of the
erdkinder community. Indeed, parents
need to be told what Montessori tells
us: “Itis not a question of excluding the
preparation for the intellectual profes-
sions... and still less one of reducing
culture. Education must, on the con-
trary, be very broad and very com-
plete...” (Clio, 61)

Incidentally, it would be very help-
ful and useful if the existing documen-
tation on the erdkinder “plan of studies
and work” could be made available
immediately. Since there mustbe a hun-
dred or more “plans” that have been
adopted in this country (the number
corresponds to the number of adolescent
project experiments going on in the
United States), a few of the more sig-
nificant ones could be selected. On the
basis of this documentation, it would
be possible to ascertain their common
denominators or characteristics in re-
lation to both the state curriculum (for
the first three years of secondary
school) and the application of the Mon-
tessori approach. If this work of re-
search has not yet been done, it should
be started as soon as possible.

Montessori material for erdkinder?

As regards any Montessori materials,
educational procedures and techniques
that are suitable for the first cycle of the
secondary school, it is a great mistake
to transfer to adolescents that which
was intended for, but was not used in,
elementary school. If the psychology of
the individual is different during the
different planes of development, then
the Montessori approach must also be
different (that is, the environment, the
“materials,” the role of the adults or
“educational workers”). Even using
“materials,” procedures, etc., that are
appropriate for the age of adolescence
becomes irrelevant unless these are em-
ployed in the appropriate overall con-
text.

When it comes to “materials” for the
erdkinder, Montessori specifically men-
tions a “museum of machinery” in the
section where she speaks of the adoles-
cents or land children exploring “hu-
man progress and the building up of
civilization in connection with physics
and chemistry, mechanics, engineer-
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ing” etc. (Schocken, 117). In other
words, these adolescents also explore
all those machines, all those instru-
ments (manual, mechanical, electrical,
electronic, etc.) that, in Montessori’s
words, “have made our lives so easy.”16

Montessori also refers to materials for
mathematics when she says: “Because
of this vital importance of mathemat-
ics the school must use special meth-
ods for teaching it and (must) make
clear and comprehensible its elements
with the help of plenty of apparatus
that demonstrates the materialized ab-
stractions of mathematics.” (Schocken,
116)

Apart from the above, the erdkinder
community does not need specific
“Montessori materials,” such as there
were for the earlier ages or planes.

Mario Montessori did, over the
course of time, give some guidelines for
the preparation of advanced materials,
especially for arithmetic, geometry and
algebra. Materials such as these could
clearly be included in the first cycle of
the secondary school. Apart from some
of the materials illustrated in Maria
Montessori’s book Psicoaritmetica (ma-
terial which has not yet been sufficiently
explored in depth), he proposed, for ex-
ample, a course of algebra going up to
quadratic equations.1

The erdkinder community in today’s
society

One does not have to be a sociologist
to see that the philosophy dominating
our modern western society is that of
economic success. As a consequence,
our society is sustained by an exagger-
ated competitiveness, a competitive-
ness which nonetheless does not seem
to preclude individual human growth.
The latter, “the formation of man” and
“the development of man” to use
Montessori’s expressions, is in any case
viewed as a component of personal
success, but that success is almost al-
ways measured by the level of the
individual’s entrepreneurial skills,

With this outlook on life, an outlook
particularly prevalent in American so-
ciety, parents are willing to spend con-
siderable sums of money on their
children’s education. Or rather, they are
willing to do this if it means that their

Q

children can attend “quality” schools.
Such schools are meant to guarantee a
high level of ability and personal ini-
tiative, so that when these youngsters
leave school and enter university, they
already have what is considered to be
the basis for future success in life.

From this point of view, we can also
understand the explosion in the sup-
ply of computers to children, that is,
even to children of a very young age.
There are parents who, also in this way,
seek to advantage their own children,
in the hope that the benefits will accrue
later in life.

The Montessori point of view is
rather different. Whilst it is true that
Montessori helps the children to be-
come individuals fully adapted to their
time and place, to the present moment
of their civilization, it is also true that
Maria Montessori focuses on human
development rather than on acquiring
specialized skills that are useful from a
specifically professional or entrepre-
neurial point of view. In the same way,
modern sociology also recommends a
basic formation rather than studies of
a specialized nature, aimed at particu-
lar professions.

Although American parents are will-
ing to pay for private education,
America (unlike some European coun-
tries) does not have a strong tradition
of sending adolescents to boarding
school. Therefore parents might well
ask why they should send their sons
and daughters away to an erdkinder
community. Residential schools might
be associated in their minds with chil-
dren and adolescents who have prob-
lems of some kind. Therefore why
should adolescents who are normal,
who work well at school and who are
well-adjusted socially, be sent away? Of
course these youngsters do manifest
adolescent behavior, but then again,
that is part of the age, the physiologi-
cal condition of being an adolescent.
Furthermore, there may be parents who
want a school with a competitive atmo-
sphere for their children, who may
think that a spirit of competitiveness
provides a better preparation for future
life and future success.

What guarantee, after all, can the
erdkinder community offer parents?

Aruitoxt provided by Eic:

There are no existing erdkinder commu-
nities (in the authentic sense) to check
out or inspect, and without an actual
example or model of this type of sec-
ondary school, whatis there to say? The
only guarantee in the beginning is
given by the parents” own knowledge
and appreciation of the Montessori
ideas and, above all, by what their chil-
dren have achieved, first in the Casa dei
Bambini and then in the Montessori el-
ementary.

After the parents have accepted the

"idea of the erdkinder community project,

they themselves have to become ac-
tively involved by becoming the pro-
moters, propagandists and supporters
of this reform; by even becoming orga-
nizers, administrators and consultants;
and, lastly, by becoming the protectors
of this great new Montessori project.

All of this is necessary (vital we
might say) because, although the na-
ture of the Montessori reform of edu-
cation is revolutionary in general, it is
more obviously so in the case of the
erdkinder community. Moreover, whilst
Montessori education has become in-
stitutionalized to some extent, and has
thereby lost some of its reforming zeal
(sometimes being reduced to a mere
status symbol ... an academic status
symbol!), this is clearly not so in the
case of the erdkinder community, and
we need all the reforming zeal we can
get!

Of course, the difference between the
ideas of traditional education and those
of the Montessori approach arises es-
sentially from a differing vision of the
role of the human being and the pro-
cess of development. When an educa-
tional approach is so different to the
standard one, a full acceptance and to-
tal commitment is required on the part
of the parents. The ordinary system of
education is really based on a linear
view of development, as we know. The
Montessori ”system,” embracing as it
doesanon-linear view of development,
must seem almost subversive to all those
who work in the ordinary system. This
innovative, non-linear view of
Montessori’s is revealed in a particu-
larly dramatic way in her writings
about the plane of adolescence. 8

The situation is very different when
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it comes to adolescents who are disad-
vantaged or handicapped in any way:
if the adolescent has a mental or social
dysfunction, if he comes from a broken
family, if he has been expelled from an
ordinary school, or even if he is simply
miserable at his school. Parents of ado-
lescents like these would be more than
willing to send their children to an
erdkinder community; they might even
beg to enroll their children!

Unfortunately, if these adolescents
are accepted during the initial phase, it
only serves to repeat the historical and
erroneous labelling of Montessori as a
method for the handicapped or malad-
justed, a method for remedying abnor-
malities, be these congenital or
acquired. What is needed from the be-
ginning is an image that reflects the re-
ality: the Montessori approach means
helping all human beings in their de-
velopment, human beings whose cos-
mic task is to continue creation by
perfecting a supernature which is not
only ever more complex and differen-
tiated but also needs to co-exist in har-
mony with nature.

What needs to be done

¢ An enquiry into the level of accep-
tance of an erdkinder community on
the part of present-day American
society. That is to say, by the educa-
tional authorities, parents, potential
staff or personnel and the potential
adolescent members. (See sections
12,8 and 9)

¢ Outline of a plan for setting up the
boarding/residential school includ-
ing the student hostel, the farm, the
guesthouse, shop, etc.; and for their
coordination into a single overall
structure for the functioning of the
erdkinder community. (See section 3)

¢ Information on the most important
institutions that have been set up for
adolescents (past and present), and
especially on how these institutions
have been organized. (See section 5)

¢ A plan concerning the team of ex-
perts for the erdkinder community:
component members, their various
tasks and their coordination. (See sec-
tion 9)

¢ A “Montessori” syllabus (possibly
unified /integrated) of the academic

4

curricula adopted by the secondary
schools involved in the “adolescent
project” or “urban compromise.”
(See sections 4 and 10)

¢ The national programme or curricu-
lum for the first three years of sec-
ondary school. (See section 10)

¢ Asingle comprehensive report on all
the observations made by the adoles-
cent practitioners. (See section 4)
¢ An outline of a Montessori “plan of
studies and work” prepared and or-
ganized /systematized for immediate
use in the erdkinder community. (See
sections 3 and 10)
Collecting all of Dr. Montessori’s un-
published lectures on the secondary
school and (possibly) revising, trans-
lating and publishing them in a single
volume. Clearly this would have tobe
done in cooperation with AMI. This
collection and Dr. Montessori’s From
Childhood to Adolescence would consti-
tute the only theory text based directly
on Montessori sources. (See section 9)

In other words, what is needed now
is a single integrated plan, both for each
component aspect of the erdkinder com-
munity and for the erdkinder commu-
nity as a whole. Such a plan could serve
as the initial and constant point of ref-
erence, so that the erdkinder project can,
in Mario Montessori Jr."s words, “ac-
quire its definite form in an indepen-
dentbody capable of existing in its own
right.”

Conclusion

Given that there may be a lack or
shortage of adequate resources (finan-
cial, organizational, environmental,
human, etc.), given above all that the
times may not yet be ripe for our soci-
ety to accept a full implementation of
Dr. Montessori’s proposal for the re-
form of secondary school education
(despite the fact that she outlined this
plane of education in London more
than fifty years ago), perhaps we
should ask ourselves whether it is up
to us to givelife to this great idea of the
erdkinder community, or whether it
would be advisable to leave it as a utopia
for future generations of Montessorians to
transform into a reality.

Anyway, also with the erdkinder, we
always have a great Montessori, a Mon-

tessori with her difficult destiny of
never belonging to the present. And if,
for some, she already belongs to the
past educationally speaking, we are of
the contrary opinion. We are of the
opinion that, because of her cosmic vi-
sion and also because of her erdkinder,
in reality Maria Montessori still belongs
to our future.!? =

© Camillo Grazzini and Baiba Krumins G. 1996.
All rights reserved. No part of this paper may be
reproduced without the advance, written permis-
sion of the authors.

NOTES

1 Maria Montessori. The Secret of Childhood.
Orient Longmans, Bombay-Calcutta-Madras,
1958. Part I, chapter 1 (Homo Laborans).
This reference source serves the designated
quotation and also all subsequent quotations
until such time as a new reference source is
indicated.

Maria Montessori. From Childhood to
Adolescence. Clio Press, Oxford, England.
First edition 1994. Page 64.

3 During the last decades much interest-
ing work and research has been undertaken
on the human brain, and reports of this work
can be found in books, journals, magazines
and newspapers. One of these reports
examined development in relation to the
brain’s metabolic activity, synaptic connec-
tion and sleep patterns. As was only to be
expected, great differences emerged between
adults and children: the brains of children
(from ages 3 to 11) use twice as much energy
as those of adults; certain regions of the
child’s brain have many more synaptic
connections; children get twice as much deep
sleep as adults. The change-over takes place
during early adolescence (from ages 11 to 14):
the brain’s metabolic activity gradually falls
to the adult level; the number of synapses
seems to decrease; deep sleep reaches adults
patterns. Brain research therefore seems to
provide further evidence of a profound transfor-
mation during early adolescence, a significant
physiological reorganization of the human brain.
Reported in the International Herald Tribune,
June 1986.

Maria Montessori. From Childhood to
Adolescence. Schocken Books, New York.
Second edition, 1976. Page 101. The second
Schocken edition was revised on the basis of
the first Italian edition (published in 1970).
We have used both the Clio and the
Schocken editions of From Childhood to
Adolescence because the texts sometimes
differ.

5 The Gospel According to St. Luke, chapter
2, verses 41 to 52: Jesus in the temple with
the doctors.

Maria Montessori. Education and Peace.
Clio Press, Oxford, England. First edition

1992. Pages 69-70.
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7 Nedo Fanelli. L'ambiente come luogo per
crescere. Published in ‘il quaderno
montessori’ (Castellanza, Varese, Italy), no.
36 - Winter 92/93.

8 The story of Jesus in the wilderness (or
in the desert as we should say in Italian) can
be found in the Gospels according to St.
Matthew, St. Mark and St. Luke. In St. Luke's
Gospel, it is found in chapter 4, verses 1 to 13.
Maria Montessori’s 21st International Training
Course in Education was held in London,
from August 26th, 1935 to January 18th,
1936. The ninth course in London, it was
held at The Montessori Training College,
Rosslyn Hill, Hampstead. As “a supplement
and conclusion” to this course, a Special
Winter Holiday Course was held from
Monday the 6th to Saturday the 18th of
January, 1936. As part of this special course,
Dr. Montessori gave two lectures on “The
Plan of Education.” It was during these
lectures that Montessori used those striking
expressions (which refer to the environment)
in order to characterize the human being
during the different phases of his develop-
ment.

Letter from C. Grazzini to L. Weiss,
Sweden, October, 1991.

To cite just one example, in 1946 don
Zeno Saltini converted the German
concentration camp of Fossoli (located in the
Italian region of Emilia-Romagna) into a
village for war orphans. It was called
Nomadelfia and became a community of
youths who lived and worked according to a
particular rule.

I The Boys’ Village became the Boys’
Republic, which was made up of various
villages: the Industrial Village (carpentry,
ceramics, mechanics, printing, shoe factory,
etc.), the Sailors’ Village, the Agricultural
Village. In 1955 Monsignor Carroll-Abbing
went on to found the Boys’ Town of Rome,
and both the Boys’ Republic and the more
recent Boys’ Town exist to this day. Monsi-
gnor Carroll-Abbing himself still lives in
Italy.

I Progressive education, or the new
education movement, is a recent and
important part of the history of education in
Europe and America. In Europe, together
with C. Reddie and A.S. Neill in England, H.
Lietz in Germany, E. Demolins in France, O.
Decroly, A. Ferriere and others, we find
Maria Montessori. In the United States we
find above all John Dewey (1859-1952).
During the years 1896 to 1904, while he was
working at the University of Chicago,
Dewey founded and directed an experimen-
tal elementary school. His experiences with
this school provided the source material for
his book, The School and Society (1899). As we
can see from this book, Dewey’s hope was to
overcome the old dualism between the
world of culture and that of labour; between
the humanistic education reserved for the
upper classes and the technical instruction
(lacking in any spiritual perspective)
reserved for the training of workers. Dewey
hoped to overcome this dualism by
providing a democratic education which was
valid for everyone, and which would
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therefore serve to bring together the interests
of the different groups or classes and to
decrease the gulf between them. For
progressive education, see also: Camillo
Grazzini, The Four Planes of Development.
Published in ‘The Child, the Family, the
Future,” proceedings of the AMI Interna-
tional Study Conference, July 19-24, 1994,
Washington, DC; and reprinted in ‘The
NAMTA Journal,’ Vol. 21, No. 2 - Spring,
1996. In particular, see the section Maria
Montessori and Progressive Education, and the
related notes.

Vittorio Gorresio. Montessori 0 Papini
per il premio Nobel? Published in the Italian
newspaper, Corriere della sera. Milan, June
19&}( 1949.

1 John Boyd Orr (1st Baron of Brechin
Mearns), British scientist and authority on
nutrition (both human and animal nutrition);
his writings include Food and the People
(1943). Clearly the relationship between
peace and the satisfaction of physical hunger
was given preeminence. Montessori always
speaks of spiritual and intellectual hunger.

Same as 9.

One can only assume that Maria
Montessori would not sympathize with the
neo-Luddite movement, which opposes
modern technology on the grounds of its
increasingly dehumanizing effects. This
movement, guided by it leader Kirkpatrick
Sale, is currently expanding in the United
States. For Montessori’s point of view, it is
enough to refer to Fromt Childhood to
Adolescence where Montessori speaks about
how the adolescents must become accus-
tomed to using machines, and gives a long
list of examples. (See Clio page 79; this part
has been eliminated in Schocken’s second
edition.) She gives at least nineteen examples
(this is in 1939): “typewriters, knitting
machines, weaving machines, calculators,
printing presses; to photograph, to develop;
projectors, microscopes, phonographs and
radios, electric machines ... for telegraphy ...
the bicycle ... also the little machines of
common usage: vegetable peelers, food
grinders, vacuum cleaners, washing and
ironing machines, et cetera.” The list could
now be updated with, for example:
telephone, television, dishwashers, motor-
bike, tape recorders, VCR, microwave ovens,
all the various agricultural machines, etc.,
etc,, and, above all, the computer with its
multiple uses. And also: answering
machines, fax machines, and how to use that
very recent innovation, the Internet. Maria
Montessori, however, also emphasizes the
great imbalance that exists between
technological development and human
development. Thus she writes: “"Man is
dependent on the machine while it is he who
must dominate it” (Clio, 79).

Maria Montessori. Psico-Aritmética.
Casa Editorial Araluce, Barcelona, 1934. First
Italian edition: Psicoaritmetica. Preface by
Mario M. Montessori. Introduction,
translation, revisions and annotations by
Camillo Grazzini. Garzanti Editore. Milan,
1971. See especially chapters VI, IX, and XI.
To this day the book has never been
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published in the English language.

Same as 9.

Twenty-five years ago, in the introduc-
tion to Psicoaritmetica, I wrote: ”Sometimes it
is alleged that Montessori is our of fashion;
but the endless drama of Montessori is that
her position has never had anything to do
with the fashions of the times. It is said that
Montessori is outdated; but Montessori’s
ideas do not yet belong to the present. This is
so for her thinking on developmental
psychology; for her vision of man, his
origins and destiny (see, for example, her
fascinating chapter on cosmic education);
and for her psycho-didactics. A single aspect
of her approach is occasionally accepted and
used (and at times, abused)...”

Camillo Grazzini is an AMI elementary trainer and co-
director of training at the International Centre for Mont-
essori Studies Foundation in Bergamo, Italy. He has
dedicated more than forty-five years to the Montessori
movement, and for many of those years he worked un-
der the direct guidance of Mario M. Montessori. An AMI
examiner for both primary and elementary, Mr. Grazzini
is currently a member of the AMI Pedagogical Commit-
tee,Sponsoring Committee, Material Committee,and the
AMI Board of Directors.
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My Tribute to Mario Montessor:

Camillo Grazzini

Here and now I wish to give my own
personal testimony to the importance
and merit of my “maestro,” Mario
Montesano Montessori, both as a man
and as an outstanding exponent of
Montessori education and scholarship.

During thirty years of activity after
the death of his mother, Mario Mont-
essori accomplished a great work, and
this work took three main, intercon-
nected, forms.

Firstly, as the General Director of the
Association Montessori Internationale
(and it had been Dr. Montessori’s ex-
press wish that he become General Di-
rector of AMI), Mario Montessori set up
centers for training Montessori teach-
ers in all different parts of the world.

Secondly, by means of numerous AMI
study conferences and the advanced

course held in London, Mario Montes- -

sori shaped and regularized the Mont-
essori approach for elementary school,
both from the point of view of psychol-
ogy and of methodology, so as to give
life to cosmtic education for children from
six to twelve. Indeed, cosmic education
as we know it today is actually the re-
sult of a great collaboration between
Mario Montessori and his mother. His
contribution, in other words, was fun-
damental and led to the further devel-
opment of Montessori pedagogy for the
elementary child.

Thirdly, Mario Montessori developed
innovative ideas for advanced work,
and some of these were, if you will for-
give the play on words, happily mate-
rialized in the form of new materials.

Thus, in this year’s first issue of AMI
Communications, Renilde Montessori
gives the “acknowledgement of the in-
valuable contribution he made to the
development of the Montessori mate-
rials and methodology, in uninterrupted
dialogue with Maria Montessori” as one
of three good reasons for celebrating
Mario Montessori.

Anyway, in all areas of his work,
Mario Montessori was a Montessorian
who was both creative and indepen-

dent, whilst always remaining faithful
to the Dottoressa. Just like Maria Mont-
essori before him, Mario Montessori
was uncompromising over the prin-
ciples of the method. He always safe-
guarded the Montessori principles,

- which were to remain as such in their

entirety, originality and essentiality, even
if it meant having to endure defection
or desertion from the Montessori Move-
ment, something that occurred in this
country, for example, during the early
sixties.

I always remember when I first met
Mario Montessori. It was in the sum-
mer of 1954, in Perugia, where I was
frequenting the Montessori course di-
rected by Maria Antonjetta Paolini,
Maria Montessori’s pupil, collaborator
and friend.

There are two great differences be-
tween our present courses and those of
45 or so years ago. The first is that the
courses at that time were "general”
Montessori courses; that is, they were
not limited to a specific age range (Casa
dei Bambini for example) as opposed to
elementary. The second great difference
is that, back then, during practice with
the materials, the students were al-
lowed to smoke, each at his or her own
table. Thus it happened that, whilst
Mario Montessori was going around
the students’ tables, he stationed him-
self with his back to my table just where
my lighted cigarette was protruding
beyond the edge and burned the el-
egant beige linen shirt he was wearing
over his trousers! How did he react?
That is my secret.

Another personal recollection ... Atone
of the study conferences I had the un-
grateful task of collecting money from
the participants for the wine consumed
at mealtimes. Table after table, I en-
countered the greatest difficulty in ob-
taining the required sums. People, or
at any rate Montessorians, are always
the same; they never have the right
money for paying up! So I looked at the
boss, as we were wont to call Mario, and

o1

he signalled to me not to insist; he
would pay for everyone.

With the same generosity he would
send gifts of flowers, always many and
almost always red: another way of
showing his sympathy for, and solidar-
ity with, those who worked together
with him to spread Montessori’s ideas
and to put them into practice in a con-
crete way.

Mario Montessori’s work on the ad-
vanced course given together with
Maria Montessori in Kodaikanal, India
(1943/44), and the work at the ad-
vanced seminar in Perugia, Italy (1956),
constituted the framework of the ad-
vanced course given in London (1957/
58). Subsequently, AMI structured the
training courses to correspond to the
planes and sub-planes of development
as identified by Dr. Montessori (0-3, 3-6,
6-12) and Mario Montessori founded the
Bergamo Centre, the first AMI center to
hold advanced Montessori courses on a
permanent basis. It was 1961 when
Mario Montessori, in cooperation with
the municipality of Bergamo, set up the
Centro Internazionale Studi Montessoriani
and, shortly before his death in 1982, he
witnessed its legal transformation into
a foundation.

Mario Montessori wanted this cen-
ter to function not only as an institu-
tion for the training of Montessori
teachers for elementary school but also
as a center of studies and documenta-
tion: a center for “the study and devel-
opment ... of Montessori pedagogy ...
for the research and development of
Montessori material and the compila-
tion of texts...” as we can read in the
first article of C.I.5.M.’s statute, a stat-
ute that was drafted by Mario Montes-
soriin the person of AMI’s legal adviser
for Italy.

Especially during the first fifteen
years of the centre’s existence, Mario
Montessori often stayed for lengthy
periods in Bergamo so that he could
share his knowledge and those unpub-
lished writings of Maria Montessori’s
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that are relevant to cosmic education,
the fixed parameter and unfailing an-
swer for. meeting the needs of the hu-
man being during the second plane of
development. Thus Mario Montessori
was often present at the lectures given
by his assistants and collaborators in
the various subject areas, and anyone
can imagine their embarrasment in the
presence of this illustrious visitor. Ac-
tually, Mario always looked at you with
sympathy whilst he observed atten-
tively and with vigilant interest what-
ever you were presenting or doing. He
never intervened during the lecture to
correct any errors or inaccuracies you
might have committed or uttered. He
did that later, in private and in an un-
failingly amiable, generous, very hu-
mane and reassuring manner. Mario
was a man who could be very encour-
aging and who could help you grow in
your understanding of the method.

Sometimes, without warning, as
though driven by some overwhelming
urge to demonstrate, for example, a
mathematical problem that he had been
maturing, Mario himself would sud-
denly give presentations to the stu-
dents. He would work without any
notes whatsoever, sometimes without
having available all the material he
needed. He would go back over what
he had already done, adding in some
part missing previously or taking out
something that had been present be-
fore, repeating the presentation but in
a different way ... And then something
interesting could be observed: the stu-
dents would stop taking notes whilst
Mario’s assistants would write continu-
ously, noting down everything in de-
tail, just as it came.

The assistants considered such a pre-
sentation an unrepeatable and invalu-
able gift. We would then take care of
listing precisely all the necessary ma-
terial, of ordering appropriately all the
steps of the presentation. In other
words, we would take care of trans-
forming that brilliant moment into the
usual page of an album, into a piece of
paper to add to all those others resem-
bling the pages of a cook book with 1-
2-3, etc. in Roman and Arabic numerals,
with A-B-C, etc. in letters both capital
and small, and with all their possible
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and insane combinations, so dear to the
modern heart, apparently for reasons
of easy reference but perhaps for an
underlying need of absolute certainty
and structure.

Like early human beings, I am a
hunter and gatherer, but what I hunt
for and what I gather has to do with
my work in Montessori. Thus, for ex-
ample, over the years I have gathered,
or perhaps collected would be a better
word, the texts of courses given by the
Dottoressa in different parts of the world
during different periods of her life. And
so it is that, reading through her lec-
tures and presentations, one can see
that these are never exactly the same.
Indeed, nothing could be further from
the sort of thing we find in the albums
prepared by the students of our courses.

Our albums with their various pre-
sentations are becoming, as I said, more
and more like a cook book, but the stu-
dents and even the lecturers who are
less prepared from the cultural and
psychological points of view, demand
this very approach, so ridiculously,
meticulously, mechanically precise.
This kind of approach is exactly the
opposite of that used by Maria and
Mario Montessori who, as talented and
creative individuals, were as far as
could be from any artificial or mechani-
cal structure.

From 1961, when the Montessori
Centre of Bergamo was founded, T had
the opportunity and good fortune to
work with Mario Montessori on a regu-
lar basis. Thanks to his generosity, for
a good twenty years I was able to share
and experience together with him the
passionate beginning, the critical devel-
opment, the happy finalization, and the
precise documentation of innumerable
researches on materials and methodol-
ogy for the Casa dei Bambini through to
secondary school, but above all for el-
ementary school. The research con-
nected with the ages 6 to 12 was mostly
concerned with arithmetic, geometry,
algebra, new maths, chemistry, phys-
ics and biology, and each new work,
each new development, was integrated
within the plan of cosmic education. In
all of this time and with all of this shared
work, I came to appreciate ever more the
strength of Mario Montessori’s human-
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ity, intelligence, knowledge and original-
ity and, at the same time, his deep com-
mitment to the real value of our work
and to Dr. Montessori’s vision.

In the same  AMI Communications
cited earlier, I read an interesting article
by Professor P. Krishna. In his article,
Right Education for the 21st Century, he
speaks about Dr. Montessori’s vision of
education and he says, ”A school is not
a Montessori school just because it
adopts the use of those techniques and
materials. The technique does not cre-
ate the vision; it is the vision that cre-
ates the technique.” The problem raised
by Krishna is highly relevant when it
comes to the further development of
the Montessori approach, be this with
reference to materials or methodology
in general, and it is sad to see what
some adults or teachers present under
the name of Montessori: the endless
multiplication of materials and activi-
ties being a case in point. But Mario
Montessori was always in “uninter-
rupted dialogue” with Maria Montes-
sori, because it is my conviction that
this was so even during the thirty years
following the death of his mother. The
dialogue was perhaps less direct, it was
through what he had internalized and
with all the papers she had left, but it
was always there. This dialogue en-
abled Mario Montessori, and also those
who worked under his guidance and
supervision, to develop materials and
methodology in harmony with that vi-
sion of which Krishna speaks so elo-
quently.

Many materials and activities pre-
pared by Mario Montessori were pre-
sented during the long history of the
advanced Montessori courses held by
the Bergamo Centre, whose director of
studies after all was none other than
Mario himself. During each course, one
or two specific areas were selected for
special attention, and the students were
presented with some more advanced
aspects related to those areas. Certainly
these “aspects” are not part of the usual
or the “institutionalized,” so to speak,
programme of the advanced courses
held by AMI centres, but were like
sparse and brilliant pearls which dem-
onstrate Mario Montessori’s ingenious
and original contribution, the vitality
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and dynamism of the method in its de-
velopment, and how new research and
perspectives fit quite naturally within
the overall design of the Montessori
approach. Thus, also with the research
and development undertaken by Mario,
itis possible to identify those principles
that traverse and coordinate the various
materials within a single, unified whole.

Before giving a few specificexamples
or illustrations of those “pearls,” I wish
to point out some important contribu-
tions of a vaster kind. Mario Montes-
sori is the author of Botany for Children,
a study of the morphology of flower-
ing plants and one which is extraordi-
narily rich in content and detail.
Materialized as, though not limited to,
the botany classified nomenclature, this
contribution is found to this day on our
courses and in our schools. Mario Mon-
tessori also worked on Chemistry for Chil-
dren to develop further Dr. Montessori’s
contribution, as we find it in her book,
From Childhood to Adolescence. Mario
Montessori also worked on Algebra for
Children, where we find (as we would
expect) an ingenious materialization of
the concepts involved. This work starts
with the substitution of letters for num-
bers and with signed numbers; it con-
tinues with linear equations where
. thereis one unknown, then pairs of lin-
ear equations, and goes on to consider
quadratic equations with one un-
known. It concludes with a brief
excursus on trigonometry.

Thus, Botany, Chemistry and Algebra
for Children are three important general
contributions that Mario Montessori
gave to the Montessori methodology,
and they span the years from Casa dei
Bambini through to secondary school.

Here are some of those “pearls,” or
rather some hints and indications.

An example involving chemistry

A coordinated set of materials for the
“alphabet of the universe” was pre-
pared. So here we find the Montessori
solid and plane/flat sensorial represen-
tations of the atoms of the main chemi-
cal elements, together with their
chemical valences. [Fig. 1] Using this
material, we represent the structural
formulae (with bonds) of the various
chemical substances used in experi-

Figure 1. Montessori representations of chemical elements: the atoms. Perugia 1956
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Figure 2. The transformation of sugar into
carbon: sucrose. Perugia 1956

ments for the cosmic fable of God Who
Has No Hands, and geography in gen-
eral, as well as those for botany or plant
physiology.

So, for example, the “sugar that
changes into coal” is an experiment that
shows a particular chemical reaction,
that of carbonization, which in this par-
ticular case is due to the dehydrating
action of the acid employed. The re-
lated charts show, in vivid colors (be-
cause the atoms of each element have
their own particular color as well as
their own particular size) the initial for-
mulae: those for sugar and for sulfuric
acid, and the resulting formulae: those
for water, carbon dioxide and carbon
disulfide. The cyclic form of the struc-
tural formula for sucrose is spectacu-
lar. It is a sequence of two polygonal
shapes which are joined together: hex-
agonal for glucose and pentagonal for
fructose. [Fig. 2 & 3]

Examples involving arithmetic

One example for arithmetic is the
work with rational and irrational num-
bers using the insets from the material
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Figure 3. The trainsformation of sugar into
carbon: structural formulae with bonds.
Perugia 1956

of the square and its subdivisions and
the material of the inscribed squares.

Another example is the history of
numbers. Of course, here we have the
story or fable of numbers, but a much
deeper and more detailed exploration
can be done of the different systems of
numeration used by civilizations of the
past. The Bergamo Centre has the ma-
terial for exploring these systems: the
Egyptian hieroglyphic system,
Babylonian, Hebrew, the two Greek

systems of numeration, Mayan and

Aztec. Explorations like these go far be-
yond arithmetic or the history of num-
bers because they give us an insight into
the life of these civilizations, and because
the history of numbers is also intrinsi-
cally related to the history of written lan-

guage.
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An example involving the part of
new math that deals with non-
decimal systems of numeration

In this area Mario Montessori devel-
oped material consisting of the geomet-
ric representations of the hierarchies for
system base 2 and system base 3. The
material comes in the usual hierarchi-
cal colors and spans the hierarchies
from power zero to the sixth power. In
other words, this material is analogous
to the wooden hierarchical material for
the decimal system.

Some examples involving geometry

These examples derive ultimately
from manuscripts by Anna Maria
Maccheroni, Dr. Montessori’s famous
pupil and collaborator. Mario worked
on the basis of this earlier contribution
to show his assistants an interesting
exploration of the Platonic solids. Each
of these five regular polyhedra is made
up of a certain number of pyramids, as
many as the number of faces limiting
the solid, and this can then lead into
finding the volume of each of these spe-
cial solids. The exploration of the Pla-
tonic solids then leads into the
exploration of the sphere: that is, by
analogy with the regular polyhedra,
how can we find the volume of the
sphere?

An example involving algebra:
quadratic equations with one
unknown [Fig. 4]

Mario started with the square of a
binomial in order to go on to build a
quadratic equation. This procedure
gives an equation in the form, for ex-
ample: x? +12x+36=64, and this enables
us to find the positive root, +2. Then,
since 64-36=28, we come on to work
with the more general and usual form:
x?+12x=28 from which it will be easy
to pass to the classic: x*+12x-28=0.

With the second form of the equation,
we first work by simply trying out dif-
ferent solutions and then by factoring,
so as to reach not only the positive root
but also the negative root, -14. [Fig. 5]

The material Mario Montessori used
for working with equations like these
was the pegboard and pegs, so the
point here was not at all new material,
but new work based on familiar work
and familiar material.
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“All 1 have today is -- let's see... 42 dollars. A certain
amount of it is in a closed envelope. 1 do not
remember the amount exactly, but I know that it
corresponds to the expression: ¥#5x. The rest, 6
dollars, I have loose in my pocket -- here they are.

So my 42 dollars will correspond to the expression

This is then our quadratic equdtion.” (M.M.M.)
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Figure 4. Mario Montessori's manuscript. AMI Study Conference, New York 1966

The interesting thing is that with
Mario’s very first form of the equation,
there is a single, unique geometric rep-
resentation; whereas with the second
form there are 13 possible geometric
representations just for the positive
root. [Fig. 6]

Even these few examples are enough
to illustrate how Mario Montessori’s
contribution to the Montessori work
came to constitute an integral and in-
tegrated corpus of methodology. He
regarded mathematics in the manner
Dr. Montessori describes in her book,
Education for a New World: "We consider

mathematics from three points of view:
arithmetic, algebra, geometry. Under
the guidance of our experience with
children, we have given these three to-
gether, and at an age almost incredibly
early. Uniting the three has been found
to be a great help and very effective; it
is as if, instead of balancing the subject
on a precarious pole, we placed it on
three strong feet, which join together
to give great stability.”

Mario Montessori often adopted the
indirect approach; putting it in Mont-
essori terms, he often worked “at the
periphery of the personality.” And this
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approach he applied also to the ordinary events and situa-
tions of everyday life, as I myself had occasion to experi-
ence. During one of my many visits to his home in Baarn
(near Amsterdam), there was one particular morning when
I was called to work with him and had the audacity to
present myself unshaven. I did this knowing perfectly well
that he considered such lack of personal care most unpleas-
ant. Without saying a word, he conducted me to his car and
drove me to a nearby village. I discovered that we had ar-
rived at the headquarters of Philips, where he invited me to
choose an electric razor. I still have it. I have never used it,
but then again I would never get rid of it. And every time I
happen to see it, I remember his expression: friendly and
cordial despite my misdemeanor.

When I worked with him, whether in Bergamo or in Hol-
land, Mario Montessori never had anything written with
him. He would talk, and I took note of everything he said.
Then I would rewrite the notes, adding annotations and so
on. Mario would do a first revision and return them to me
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for rewriting once again; and I would send them back for
his final revision. This work, which concerned every aspect
of the method, both theoretical and methodological, went
on for twenty years. I still remember with regret how I did
not take up his invitation to visit him in January 1982, but
postponed the visit to a later date. It would have been the
last visit in a long series. He wanted to work on “funda-
mental human needs” and on “interdependency in human
society.” But the following February Mario Montessori died
and a special Montessori era came to a close.

Now we all belong to a new era but it is an era which has
been bequeathed to us by Mario Montessori, the man whom
we are all celebrating with this 1998 National Conference. +

For bio see page 18.
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Ams terdam, 25-1-68.

Caro Camillo,

Sto lavorando sulda matema-
tica e ‘mi pilacerebbe avere tutto quello che
abbiamo lavoratio insieme snche durante 1
nostri colloqui notturni sulle equazioni di
secondo grado. Potresti mandarmene unsa
coplia a' plu presto possibile?

Qui tutto bene.
che ds vol.

Spero lo stiesso an- .

Scrivo 8 parte su gltiri argomenti,
ma questio é urgente.
B

FAp

(translation)

“I am working on mathematics and I would like to
have everything that we have worked on together
also ‘during our nightly talks on the quadratic
equations. Could you send me a copy of it as soon as
possible?
Everything is fine here. I hope everything is well
with you too.
I am writing separately on other subjects but this one
is urgent. ’

M.M.M."”

Figure 5a & b. A quadratic equation: its geometrical representation.
Bergamo 1965
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Figure 6. Mario Montessori's lefter. Amsterdam 1968
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The Natural Unfolding of Grace and Courtesy in
Children Under Three Years

Judi Orion

When I looked at the promotional
material for this conference, I was
struck by the quote by Renilde Mont-
essori and decided to use this quote as
the structure for this presentation. The
quote is as follows:

“Grace comes from gratus, a Latin
term for beloved. When speaking of the
Montessori prepared environment, its
tangible and intangible characteristics
are frequently discussed. Essential
among the latter is the unconditional
acceptance of every child that its inher-
ent grace may flourish in the knowl-
edge that it is loved wisely and well.
The spirit of this love is to be generous,
fastidious, devoid of sentimentality,
creating a growthsome climate of be-
nevolence within austere, non-intru-
sive parameters.”

If we examine this quote, in its vari-
ous parts, we can discover the roots for
allowing for the unfolding of grace in
children under three years of age. Let’s
begin with ”...the unconditional accep-
tance of every child so that its inherent
grace may flourish...” We speak in the
0-3 training of the effects of acceptance
versus rejection of a child on its (the
child’s) personality development. We
believe that it is every child’s birthright
to be 100% unconditionally accepted by
those who love and care for it, begin-
ning with its parents, extended family
members and extending to every
teacher or significant adult that the
child comes in contact with. The real-
ity is that very few children experience
100% acceptance from their own par-
ents, let alone the rest of the world of
adults around them. What are some of
the ways we reject children? The overt
ones are very obvious —abortion, adop-
tion, abuse — in all its many manifesta-
tions. But what about those more subtle
forms of rejection. What effect do they
have on a young child? What about
perfectionism — that menace that says

Q

to a child, “Let me fix this one part of
you and then you will be perfect and I
can accept you 100%. You will then fit
my criteria for being ok.” Children with
perfectionistic parents can develop into
children who are very insecure, uncer-
tain, with feelings of being “not quite
good enough.” What about
perfectionistic teachers? What effect do
they have on the development of the
young child? Do the children in these
teachers’ classes develop strong self-es-
teem and self-confidence, or are they
unsure of their abilities? What has this
to do with grace and courtesy?

How can anyone feel comfortable
with expressing him or herself in a so-
cial situation, of showing care and con-
cern for his or her fellow human beings,
if he or she is convinced something is
wrong with himself? How can a child’s
inherent grace unfold if he or she is
wracked with insecurities, uncertain-
ties?

How do we, as teachers, uncondi-
tionally accept each and every child in

-our group? First, we must uncondition-

ally accept ourselves — the good, the
bad and the ugly —all our imperfections
as well as our good qualities.

When we can accept the imperfec-
tions in ourselves, we can view others
not as a reflection of ourselves but as
unique, perfect human beings.

Does this mean that we must uncon-
ditionally accept all behaviors? Abso-
lutely not! And many of us have trouble
knowing how, when, where to set lim-
its on the behaviors of tiny children.

What kinds of limits must be set on
tiny children? Any behavior that is
rude, disruptive, harmful to others or
to the environment. Very few, but con-
sistent rules need to be established. “I
will not allow you to bite people; I will
not allow you to throw materials; I will
not allow you to harm yourself nor
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your peers.”

We must remember that tiny children
are at the mercy of their hormes - that
driving force that pushes them from
within to construct themselves as the
human being they have the potential
to become. Most tiny children do not,
initially, do things to upset adults; they
do things because they are being urged
from within to construct themselves. If
there are too many obstacles in their
path of development, they can only
become deviated in their behaviors. I
cannot emphasize enough that tiny
children do not do things intentionally
to irritate us; they are simply being
pushed by their horme to construct
themselves.

Let’s continue to examine the quote:
“...may flourish in the knowledge that
it is loved wisely and well...” How re-
assuring it must be to a tiny child to
know that one, it is loved and two, it is
loved wisely and well. If we define
“love” as to “wish the best for another,”
then every child in our environment
deserves nothing less than to be loved
by us. If we cannot love them, in this
sense, then we cannot serve them. If we
can love only parts of them, or love
them only on certain days, then we can-
not serve them in the best interest of
their development.

To “love wisely and well” to me
means that we must cater to the devel-
opmental needs of the children, not to
our need to be loved by them. We need
to be able to set limits for them. They
need to be reassured that when they
lose control of themselves we are will-
ing to step in and set the necessary lim-
its, so they can, once again, learn to
control themselves. Many, many adults
are afraid to set limits on children’s
behavior because of their fear that chil-
dren won’t like them. My experience
tells me that children respond to limits
with a sigh of relief (after an initial re-
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action of course). “How reassuring to
know that when I lose control of my-
self someone is able to step in and help

’”

me.

To continue, “...the spirit of this love
is to be generous, fastidious, devoid of
sentimentality...”

Generous - given any and every time
a child needs it, not given when we
need to give it.

Fastidious - meaning “showing or de-
manding excessive delicacy or care;” “re-
flecting a meticulous, sensitive or
demanding attitude.” We must become,
if we are not already, fastidious in our
understanding of the love for a child;
never mush, never gushing.

Devoid of sentimentality - We must al-
ways hold “love” (unselfish loyal and
benevolent concern for the good of an-
other) in the forefront of our thoughts
for the children. Always to be con-
cerned about their good — their posi-
tive self-construction.

To be able to do this requires that our
own personal needs for affection are
met outside the classroom. This means
we must create a life outside our work.
Do we create other avenues for having
our own needs met? If not, we run the
risk of becoming needy of the children’s
affections —and this can become an ob-
stacle to their development.

“...a growthsome climate of benevo-
lence within austere non-intrusive pa-
rameters...” We must always bear in
mind Montessori’s warning to us: “ev-
ery useless aid becomes an obstacle.”

Our environments must be simple
and simply beautiful. Our souls, our
spirits must become uncluttered with
the trivia of everyday life and become
focused on the miracle of life unfold-
ing before us.

If we remember the phenomenal
power of the absorbent mind and the
awesome responsibility that the knowl-
edge of this power brings with it, we
must continually ask ourselves the fol-
lowing questions:

< “"What possibility was there today for
each and every child to absorb some-
thing positive for their self-construc-
tion?”

% “Was 1 100% present to every child

>

today?”

<+ “Was the environment beautifully
prepared in every aspect so each child
had the best possible materials to ab-
sorb and thereby construct himself?”

< ”Did I feel like I had no control of

the children and then become a) angry, .

orb) escape them mentally by planning
my evening?”

If we do believe in the power of the
absorbent mind, then we are compelled
to prepare ourselves and prepare our
environment.

The next step is often much harder:
to remove ourselves as an obstacle to
the child’s growth. To allow each child
to use the environment, the materials
as they need to use them (within lim-
its, of course). Perhaps what they
choose to do with it is not what we had
in mind. Do we have the humility to
step back and observe; to discover what
a child needs, not what we think they
should do.

Do we understand, and accept, the
force of the horme, that incredible, pow-
erful force within each child, pushing
her to take what she needs and use it
to construct herself?

Do we understand, and accept, that
when that horme is blocked, is stifled,
is superimposed on by an adult’s will,
that we are creating in this child a de-
flection from her normal path of devel-
opment —what Maria Montessori called
a psychic deviation?

I believe that most of the world
thinks that the deviated, unfocused,
willful, tantrum-ridden behavior of
toddlers is normal. Certainly the world
laughs at and supports the “terrible
twos” reputation. We know the two-
year-old to be in a crisis of self-affirma-
tion, not necessarily an opposition cri-
sis.

Are we contributing to a toddler’s
deviated behavior or are we helping
him cure any deviations he may have
accumulated? We know that to cure
deviations a child must work; not
watch an adult work, but do his own
work.

To understand the tiny child, to see the
sometimes mixed behavioral messages
little children send, we must look to their

essence. We must understand
Montessori’s levels of obedience, and
accept that these children are in the first
level of obedience: “they will always
obey the request of another if that re-
quest happens to coincide with what
they want/need to do anyway.”

But excusing a child’s inappropriate
behavior by saying “Oh well, after all,
they're in the first level of obedience”
means one is not willing to set limits
on these behaviors.

How do we set limits and allow these
children to nourish their essence?

By giving choices: not “what would
you like to do this morning?” but,
“would you like to bake the bread or
feed the fish?” Limited choices, but
choices that will be of interest to that
child will help that child feel that we
recognize and accept that he is an in-
dependent, capable human being. How
often do we find ourselves saying,
”Choose some work.” If a child could
choose some work, he would already
have done so.

We know from our Montessori train-
ing that the cure for deviations is prac-
tical life; that the foundation for
concentration, sequencing, socializa-
tion, language and coordinated move-
ment is practical life; that children have
absorbed many ideas about practical
life from their homes. Then why, when
toddlers come to an Infant Community,
do we offer them shelf after shelf of ma-
nipulative materials. These materials,
while necessary in a limited way, donot
allow the child to construct himself as
a human being,. Practical life activities
do that.

If we acknowledge that these chil-
dren have the ability to work, to engage
themselves in baking bread, setting the
table, feeding the fish, and we make it
possible by our choice of materials for
them to work independently, then we
gradually see these children become
gracious and courteous. We see them
coordinate their movements so they
can function in a social group within
limited space without infringing on the
rights of others. We see their true es-
sences unfold and we enjoy living to-
gether in harmony.

I draw your attention back to the
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The Natural Unfolding of Grace and Courtesy in Children Under Three Years

quote by Renilde. It bears re-reading
from time to time. Have we created an
environment of unconditional accep-
tance within a simple and simply beau-
tiful space where children are given the
guidance and limits to construct them-
selves? When we have done this, we
make it possible for each child to reveal
his or her true essence - a realized hu-
man being, <

Judi Orion is Director of Training at the Assistants to In-
fancy course in Denver, and has lectured extensively in
the states and abroad about the child under three. Judi
trained with Dr. Silvana Montanaro at the 0-3 level. In
addition, she is a trainer at the 3-6 level, and an AMI ex-
aminer and consultant at the 0-3 and 3-6 levels.
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Grace and Courtesy for the Primary Child:
Theoretical Foundations

Janet McDonell

I would like to begin with a story
about my oldest daughter. Several
years ago, at the age of 5, she had her
first birthday party. All the girls (there
were 5 or 6) arrived at once, and they
behaved in typical 5 year old girl fash-
ion: they came in and formed a tight
little group, eyes wide, all smiling in a
clueless sort of way; a few were softly
squealing ... except one, who stood
aside. She was our neighbor and didn’t
know the rest of the girls, who were
from my daughter’s school. As I no-
ticed her, looking a bit forlorn, a sud-
den, hard reality struck me; I had not
prepared my own daughter for this
social situation. Her first experience of
hosting a party and I (a Montessori
mother and trainer!) had failed to an-
ticipate what should have been the ob-
vious. In my flurry of baking scones,
tracking down Devonshire cream, mak-
ing an ice cream cake and preparing
craft activities, [ had forgotten about the
most important part of a party: the
comfort of the guests. I had not talked
to Madeline about hosting a party.
However, it was soon clear that some-
onehad prepared my daughter for such
courtesies. I rushed over to remind my
daughter that our neighbor didn't
know her other friends. I was about to
prompt her when she immediately took
over and formally presented each girl
to Lindsey, complete with hand ges-
tures, in typical Montessori form. I si-
lently blessed her Montessori teacher.
I watched with delight as 5 girls wel-
comed a 6th into their company with
open arms.

I tell you this story because it says so
much about the primary-aged child
and grace and courtesy. The spontane-
ous introductions that my daughter
made are a typical example of a young
child’s point of arrival in gracious liv-
ing. Many factors contributed to this
moment. Some of these are: inner
drives, psychological readiness, social

opportunities and indirect prepara-
tions. I want to take a closer look at each
of these factors and their roles in assist-
ing the child in developing social
graces.

Definition of Terms

What do we mean by grace and cour-
tesy? In a word, harmony. Grace is the
harmony between mind and body. An
example of highly developed grace
would be a solo ballet performance. For
a young child — just as beautiful to us
as a dance — grace is the ability to walk
around a rug while carrying a tray.
Courtesy is the harmony between one-
self and others. This may or may not
be a direct social interaction. Courtesy
is walking around two people who are
conversing (instead of between), or
courtesy might be expressed by offer-
ing refreshment to another. Such har-
mony is achieved through etiquette: the
forms, manners and rituals that a soci-
ety has established as acceptable and
meaningful.

How do manners achieve social har-
mony? Quite simply, they aid commu-
nication. Certain words and gestures
carry expansive and particular mean-
ings in a given society. Certain behav-
iors immediately announce to others:
“I have your consideration in mind. I
wish you good will.” During the
Middle Ages, a person extended both
hands outwards when encountering
another. This meant: “I do not have a
weapon in hand. I come in peace. You
can let down your defenses.” Today’s
handshake, the descendant of this me-
dieval gesture, carries a different mean-
ing, one that reflects modern life.
Shaking another’s hand now has noth-
ing to do with weapons. Rather, it is a
simple and somewhat formal greeting
that says, “Hello, I offer you my re-
spect.” Though our customs change
over the centuries and differ geographi-
cally, the purpose of manners remains
the same. They signify to others that we

take them, their wants and needs, into con-
sideration. Manners allow a society to
form and to evolve because its indi-
vidual members acknowledge that the
welfare of the group works in conjunc-
tion with the good of the individual.
E.M. Standing, among others, has said
that grace and courtesy lubricates so-
cial life. Isn’t that a nice image? Lubri-
cation removes unwanted friction and
lets the parts of the whole work to-
gether in closest proximity. Appropri-
ate manners will ease our relationships
with other people. When social life is
in harmony, the individual can relax
and be herself. Relaxed persons are un-
guarded and more inclined to authen-
ticity of expression. For a child, social
harmony assists in maintaining a
strong sense of self. In such a milieu,
one can more easily satisfy one’s own
needs. We often think of a well-man-
nered person as one who puts another’s
comforts and needs above their own.
Montessori had a different view: man-
ners allow an individual to consider
their own needs along with the needs
of others.

Manners and customs are created
and perpetuated by a given society. The
impulse to establish manners is univer-
sal. Every group of people has them.
Grace and courtesy are natural expres-
sions of a community. The resulting
behaviors, however, cannot be called
“natural.” Our ways of interacting have
little to do with nature or logic. A young
child, then (or a person from outside
the culture), needs to be initiated into
the customs of society. Gracious man-
ners must be taught. If we can pass on
the grace and courtesies of our culture
to the young child, we give to her the
power to create harmony.

Inseeking to attain this goal, itis nec-
essary to examine the developmental
characteristics of the child from 3-6 as
they relate to the psychological dispo-
sition to be gracious and courteous.
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Psychological and Intellectual
Characteristics

One of the young child’s most strik-
ing characteristics is his self-
centeredness. This is necessary, because
he is at the stage where he is forming
his personality. However, his self-ab-
sorption is not total. The young child
possesses inner urges that propel him
towards his environment and those
around him. Maria Montessori identi-
fied the human tendency of communi-
cation that is present from birth. All
humans have a need for self-expres-
sion, a need to be understood and to
understand others.

Montessori also recognized that the
young child experiences a sensitive
period, in which he is immensely at-
tracted to observing and practicing the
social behaviors in his environment.
However, the child is not yet fully so-
cial in the first plane of development,
but rather in an embryonic stage for
social development. During this time,
the child acquires social attributes —
such as particular courtesies or an
awareness of others — in a somewhat
isolated fashion. These attributes will
not function together as a whole until
all are fully developed. The birth of the
social being occurs in the second plane,
Montessori tells us. It is not until this
time that the child is able to empathize,
toimagine how another feels, to be con-
scious of his effect on another’s emo-
tions. The first plane child is interested
in the appropriate way to act ina given
social situation, is sometimes able to
respond with the appropriate behavior
and often achieves successful results.
His understanding of the psychologi-
cal intricacies of the situation, though,
is limited.

My daughter’s introductions of her
friends resulted in all her friends feel-
ing comfortable and companionable,
although I doubt that that was her goal.
She wasn'’t looking that far ahead or
thinking that deeply. She made the in-
troductions because she had been made
aware that this is appropriate behavior
when people haven’t met, not because
she was sensitive to the distraught feel-
ings of the newest member of the
group. Grace and courtesy gives the
child the possibility of responding to

@

situations which could be problematic,
even though she may not perceive or
understand the difficulty.

Another sensitive period that the
young child experiences is for the re-
finement of movement. This obviously
has special relevance for the develop-
ment of physical grace, and also
touches upon social grace. Think of the
refinement of movement necessary for
serving a cup of tea to another person
... anticipating when and how the re-
cipient will take possession of the cup
and saucer (and think of the control of
error!).

How does a young child learn? In-
tellectually, she is a sensorial explorer.
She learns by doing: touching, listen-
ing, watching, smelling, tasting. She
has not yet developed a logical and
imaginative mind that would diminish
the depth and purity of sensorial expe-
rience. We make use of this style of
learning when introducing grace and
courtesies to young children. We
present just enough so that they can
sensorially explore the courtesy
through play acting with their peers. (I
wonder what it feels like to invite a visi-
tor into our classroom?) A child can try
it out and practice the words and ges-
tures until they become part of who she
is. When they are a part of her, the child
is able to summon the behavior at the
appropriate social moment.

Perhaps the most significant devel-
opmental influence on learning is the
absorbent nature of the child’s mind.
Through her absorbent mind, the child
consumes all aspects of her environ-
ment without will on her part, or much
consciousness. The impressions she
takes in are strong. They will become a
part of who she is. The absorbent mind
allows the child to incarnate her envi-
ronment.

The process of what Dr. Montessori
called “adaptation” is possible because
of the absorbent mind. In the first six
years of his life, the child slowly
evolves into a person of his time, place
and culture. A significant part of one’s
culture are the ways in which people
interact with each other. The child will
establish a life-long emotional tie to these
customs of his culture. They will become
an integral part of his self-identity.
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These are the major inner guides then
— the absorbent mind, human tenden-
cies and sensitive periods — along with
the psychological characteristics of the
first plane child, which we will consider
when we plan our role in assisting the
social development of the child, in
helping her acquire grace and courtesy.
These developmental influences have
a certain intensity present only in the
young child. Their fleeting nature
points to the urgency of our response.
We can offer the child the food that
truly satisfies her hunger. At this point
in her life, she hungers to become and
to belong. The subject of grace and
courtesy is most closely related to the
subject of belonging, but this process
cannot occur in its fullness without a
strong sense of identity. The two pro-
cesses, becoming and belonging, co-
exist and nourish each other
throughout childhood and beyond.

For the young child, gaining con-
sciousness of herself and who she is in
relation to those around her will give
her the impetus to make contact with
others. If she also possesses some
knowledge of the customs of social in-
terchange, she will experience satisfac-
tion and gain self-confidence in her
social relations.

We see then that the drive to com-
municate and the psychological char-
acteristics of the young child combine
to render her ready for the indirect
preparations for gracious living that we
offer her in the prepared environment.

The Prepared Environment

Let’s look at the elements of the pre-
pared environment that indirectly give
the child the opportunity to encounter
and practice grace and courtesy at his
level of psychological readiness.

First, we create a space that is orderly
and child-sized. Here, the child feels
comfortable. The environment fits him
like a fine pair of slippers. He doesn’t
feel small or out of place. He relates to
the room. The order of the room assists
him in orienting, in getting to know the
physical space. Its consistency means
that he can count on finding what he
needs. Here, he can establish a secure
relationship with the objects in the
room.
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Secondly, we offer a community of
peers to the child. Itis a diverse group.
There is a three year age span, or more.
There are rich opportunities to relate in
many different ways. The age differ-
ences allow for true spontaneous help-
ing to occur (a cornerstone of a strong
society). The group is consistent; every-
one comes everyday. The teacher is the
same person every day. The child can
settle into this community and quickly
feel that she is a vital member. In fact,
she is missed by all when she is not
there.

A third and essential element of the
prepared environment that promotes
grace and courtesy is the freedom we
extend to the child. He may choose his
activity. If he is unable to do so, we do
not immediately make the choice for
him but help him learn how to make a
decision. He may make contact with
another person whenever he feels
moved to do so. If he is not allowed to

- act on his spontaneous urge to talk, we
know that the opportunity will be lost.
The young child lives in the present
moment. Putting off a desire to speak
to another is nearly impossible. In an
atmosphere of freedom, the child will
experience —in a natural way — mutual
help, sharing, respect, cooperation and
acts of kindness and generosity.

Inseparable from the freedoms are
the limits that we impose within our
classroom community. I say “impose”
because that is exactly what we must
do. Young children are incapable of
judging the moral implications of be-
havior, and so we must determine the
limit to the freedoms they exercise and
convey them clearly to the child. This will
take some thought and planning on our
part. The child may or may not choose
to exercise all the freedoms afforded her
on a given day (to eat snack, to engage
in conversation, to go outside and wa-
ter the garden, to place their flower ar-
rangement in the entrance hall — all
those decisions made without asking
an adult for permission), but going be-
yond the well-defined limit of the free-
doms is not an option. We, as
directresses, will choose our limits by
determining what is best for the com-
munity of children and for the indi-
viduals living in that community.

Limits have nothing to do with control
or classroom management and every-
thing to do with independence.

It is the freedom and limits of the
community that determine the quality
of the social life of our classroom. This
is the element that defines social devel-
opment in a Montessori classroom, that
makes possible the social opportunities
afforded the children. Social develop-
ment is so much more than children
getting along together! All the children
benefit from all the social interchanges.
The individuals gain in goodness and
the group gains in goodness. The obvi-
ous gains are to the practitioners: to act
graciously ennobles me. But to the re-
cipient of grace comes the divine en-
ergy of being cherished. To allow
oneself to receive grace at the hands of
another is perhaps a lesson greater than
giving. And the group in which welive
should be so wonderful that it includes
as a constancy, as part of its firmament,
that we are noble and cherished in turn.
These thoughts bring to mind the
Shaker folk song, Simple Gifts:

"Tis a gift to be simple, "Tis a gift to be free,

'Tis a gift to come "round where we ought
to be.

And when we find ourselves in the place
just right,

"Twill be in the valley of love and delight.

When true simplicity is gained,

To bow and to bend, we shan’t be ashamed.

But to turn, turn will be our delight,

"Till by turning, turning, we come "round
right.

I want to draw your attention to the
way in which we convey the freedoms
and limits to the children. We do so
through presentations, just as carefully
prepared as a table washing demon-
stration. These are grace and courtesy
lessons: how to behave appropriately
in the classroom, how to get what you
need without imposing on the free-
doms of the other members of the com-
munity. Our technique of respectfully
presenting the appropriate behavior
frees us from the constant need to di-
rect, to command and to correct, and it
frees the child from being treated dis-
respectfully. Our respect for the chil-
dren dictates that we guide them,
inform them, orient them, so that we

give them the independence to be free
in the environment: to act, according to
established norms, without needing
our assistance and supervision.

The final element of the prepared
environment that assists the child in liv-
ing graciously is the directress. We are
the models that will inform and inspire
the children in their poise and conduct.
Any of you who are teachers know how
powerful you are in influencing the
behavior of young children. They will
admire and imitate us no matter what
we do. This awesome power carries
great responsibility. We must attend to
our every movement, our every word.
More potent than any grace and cour-
tesy lesson is the way we interact with
the children.

As I was writing this talk I had occa-
sion to consult a thesaurus. I was look-
ing for alternate words for grace and
courtesy. The words I found were not
quite synonyms; their meanings were
subtle and provocative. I discovered
that the list was a good check for my
own behavior. Have I been some or all
these things for the children? ... and
had I found ways to create opportuni-
ties for the children to acquire these
traits? Here’s the list:

« refined « affable

» attentive » amiable

» kind  courteous

s polite o friendly

* civil » considerate
+ courtly + diplomatic
s cultivated e« respectful

* elegant » mannerly

e cultured » fair

» dignified * honest

The ultimate question is, of course,
do I have these attributes in real life?
Of course I can “put them on” when 1
need them but some might question the
validity —if the traits are not mine, they
do not truly carry me to the child.

In the prepared environment, our
well-mannered behavior takes on a
particular significance. We are the liv-
ing example of how to live graciously
within the community of the classroom.
Through our behavior, we assist the
child in development; we want to aid
her independence. Aside from being
respectful and gracious, we must be
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consistent in our relations with chil-
dren. This allows the child to see usand
the environment as predictable. It also
gives her an example of one way to be-
have in the environment. She may
choose to imitate our phrases and ges-
tures or she may find her own, based
on the knowledge that she has gained
from observing and interacting with us.

We make sure our interchanges are
meaningful and satisfying to the child.
(Are we addressing this particular in-
dividual and this particular time? Do
we know her need?) We use interest-
ing and precise vocabulary. Our con-
versations are informative without
being preachy. We are active listeners,
as well. A true conversation is an ex-
change. Both parties listen, both parties
talk, and both respond to the other.

Grace and Courtesy Lessons

Our grace and courtesy lessons will
be a bit more immediate than our ev-
eryday behavior in demonstrating ap-
propriate behavior. These presentations
will be customized to the particular
children and to the particular culture
of our classrooms. As the child becomes
conscious and interested in social inter-
change, she will be shown a variety of
practical ways to satisfy her needs. We
will give her the freedom to apply this
knowledge as she is psychologically
ready to assume the responsibility.

Our lessons of grace and courtesy
will spare the child confusion and awk-
wardness in social situations. They will
spare her the need to depend on adults
for directions or promptings. The les-
sons will require planning, anticipating
the needs of individuals as well as the
group.

For the youngest children, we will
introduce the very basic lesson of re-
fined movement or grace: how to walk,
how to carry an object, how to sitin a
group, how to stand in a group, how
to form a group. And then, as an aware-
ness and interest in others develops, we
can add more challenge: how to get
someone’s attention (use their name,
look in their eyes), how to greet another,
how to take one’s leave, how to ask for
assistance. To foster social relations fur-
ther: how to relate something to an-
other, how to invite someone to play,

Q

to have a snack or to work together. As
the child begins to understand other
people’s needs and feelings: how to
offer help, how to ask to join a group,
how to enter a conversation, how to lis-
ten attentively, how to express grati-
tude or appreciation, how to eat and
converse, how to answer the telephone,
how to offer refreshment, how to greet
a visitor, how to tell a story or make an
announcement, how to start a conver-
sation, how to ask leading questions,
how toavoid hurting another’s feelings
(birthday parties), how to express a dif-
fering opinion.

Through the grace and courtesy les-
sons, we will help the young child un-
derstand the behavior that she
encounters: the body language, the fa-
cial expressions, the words. We also will
help her to find her own expression
within the environment. The lessons of
grace and courtesy allow her to be her-
self in the "valley of love and delight.”

Ultimately, our goal is that the child
will grow, as an adult, to consider all
of humankind — past, present and fu-
ture — in her behavior. She will assume
the joy and responsibility of taking part
in society and contributing to its cohe-
sion and evolution. Even in the absence
of other people, she will live with con-
sciousness of others. She will be care-
ful with the earth’s resources so that
future generations can lead safe and
satisfying lives. She will leave her place
ready for the next person and feel grati-
tude for those who preserved her place.
She will realize that we make the world
in which we live. %

Janet McDonell is a primary trainer at the Washington
Montessori Institute. She also holds the AMI elementary
and special education diplomas. Her educational back-
ground includes a B.A. in comparative literature and a
M.Ed.in Montessori education.Ms.McDonell has over 20
years experiencein teaching and administration in Mon-
tessori schools across the nation.
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Allyn Travis

Based on her work with and obser-
vations of children, Dr. Montessori
identified four different phases or
planes of development through which
all human beings pass from birth to
adulthood. Each of these six year peri-
ods of growth is marked by certain dis-
tinguishing characteristics. It is the
change in characteristics that, therefore,
marks the passage from one plane to
the next.

One of the clear signs that a child has
passed into the second plane of devel-
opment is when the charming manners,
the delight in pleasing others, disap-
pears. In From Childhood to Adolescence
Maria Montessori says that the child of
this age is “less gentle, less accommo-
dating.” In one of the lectures she gave
on The Four Planes of Education at the
7th International Montessori Congress
in Edinburgh in 1938, she puts this idea
forward more strongly when she says
that the earlier “sweetness of character
gives way to a certain hardness, so
much so, that this phase of life which
continues until adolescence, has been
called the age of rudeness.”

In To Educate the Human Potential,
Montessori says, “Mothers often feel
hurt because their children, formerly all
love and affection, have become imper-
tinent and rudely domineering.” Mon-
tessori explains this change in the child
as part of nature’s logical plan, where
the aim is to arouse in this child “not
only a hunger for knowledge and un-
derstanding, but a claim to mental in-
dependence, a desire to distinguish
good from evil by his own powers, and
to resent limitation by arbitrary author-
ity.”

Those of us living with and /or work-
ing with this age child need to under-
stand the significance of this
characteristic to the burgeoning person-
ality at the second plane of develop-
ment. It is in our ability to recognize
this as a positive characteristic, a con-
structive characteristic, and in know-
ing how to meet the needs of this

characteristic, that we will best be able
to help the child develop her full po-
tentialities.

During the first six years of life, the
child goes from being totally depen-
dent on others for the meeting of her
physical needs to an amazing degree
of physical independence. As long as
the necessary opportunities are pro-
vided for the child to watch and see the
actions that others in her environment
are carrying out, as long as the neces-
sary freedom is given so that the child
can start to make these movements her-
self and carry out these activities her-
self and then as long as she is given the
freedom to continue practicing these
activities so that she learns to make
them better and better, by the end of
the first plane of development the child
is capable of meeting many of her
physical needs in a basic way herself.
Adegree of physical independence has
been achieved that will continue to
grow and expand in the years ahead.

The young child in the first plane of
development likes to learn all of the
courtesies of social life. If someone
demonstrates these courtesies, the chil-
dren are interested in learning how to
greet other people, how to excuse them-
selves when they pass in front of oth-
ers, how to blow their noses. The
children are interested in clothes and
like to see well dressed people around
them. They like to be well dressed
themselves.

But then the child enters the second
plane of development, the stage dur-
ing which childhood is completed.
Physical independence is not enough.
Now the child must also begin to at-
tain a greater degree of intellectual in-
dependence. In order to take her place
in society as a thinking, reasoning, logi-
cal, productive human being, nature is
pushing her to spread her wings, to test
her limits, to make decisions that are
within her power to make on her own,
to see what will work and what will not

work, to learn what is right and what

is wrong, what is good and what is bad.

Both parents and teachers see vari-
ous manifestations of the ‘testing of the
limits.” It can be in ways as simple as a
moratorium on the use of ‘please’ and
‘thank you,” long after the use of these
courtesies has become part of the
child’s everyday speech. It is as if the
child is subconsciously asking, “Can I
still get what I want without saying
please? Is this going to be good enough
—oris there a higher standard to which
I will be held? Why? Is this going to be
good enough or not?” Testing the lim-
its. The child wants and needs to use
her ownjudgment, which is often quite
different from ours. These children of-
ten have a quick retort to whatever we
say; they have become rebels. The child
is claiming her mental independence;
she must learn to distinguish what is
right and what is wrong for herself. She
can only learn to make these distinc-
tions by practicing herself, trying out
different ways. And yet we, the adults
in her life, need to guide her and help
her understand the reasons for making
good decisions.

Much of this testing done by the chil-
dren is fairly harmless and can often
be dealt with using a sense of humor.
What is important to remember is that
the adult must know what the accept-
able limits are — and hold the child to
them. There is a line which we do not
want to let them cross into rude, hurt-
ful behavior. Not saying the word please
is one thing; being crude and hurtfully
mean is quite another. Having grace
means being respectful, wishing the
other well, even if we don’t happen to
like these particular people. We are not
going to like everybody, but we can still
wish them well. That is where we may
really need grace and courtesy, some-
times more than any other time!

Consistency in our expectations of
the children right from the beginning
will guide the child to an understand-
ing of what is considered to be appro-
priate behavior. But we must also
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remember the other part of what Mon-
tessori said, that the child will “resent
limitation by arbitrary authority.” It is
not enough to tell a child that she must
do whatever we desire because we
want her to do it. There has to be a logi-
cal reason, and the children at this age
want to know those reasons; otherwise
it can so easily be perceived as that ‘ar-
bitrary authority,” sometimes saying
one thing should be done and other
times saying the opposite should be
done. That kind of arbitrariness does
not help the child build up for herself
an understanding of her limits. And
that’s what we must remember nature
is pushing her to do, so that is what we
must help her do.

Sometimes the reason a certain cour-
tesy is expected is as simple as the fact
that this is how we show respect for
another human being. This might be
the simplest reason of all, but it is also
the most important reason. Sometimes
there is a historical reason for why a
given society has adopted a certain
courtesy. In the elementary these his-
torical reasons can be given to the chil-
dren, so that many of the customs and
courtesies of our culture can come into
the life of the class through the history
stories we tell as part of Cosmic Edu-
cation.

Montessori recognized that during
the second plane of development the
child longs for an understanding of the
world and how it functions; she is
searching for an understanding of life
on earth and how all life forms relate
to each other. A cosmic vision is, there-
fore, presented to the elementary chil-
dren and is what we refer to as Cosmic
Education. As we develop the theme of
cosmic education in our classes, we
need to remember that history is at the
center of this theme. Through our his-
tory stories, we develop the idea of the
creation of the universe, the creation of
our Earth, and the coming of life onto
this Earth. The children are told stories
about the coming of all the various life
forms and finally of the coming of hu-
man beings. We then begin to share
some of the accomplishments of human
beings since their arrival on Earth. The
importance and significance of all life
forms is brought out in our stories, with
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special emphasis on the importance of
human beings, because we are human
beings. ‘

Human beings have been granted

'some special gifts, intellect and will,

reason and love. Human beings have
the possibility of thinking about what
they are doing and of choosing what
to do. We are beings who can reflect on
our thoughts and think about our ac-
tions, who can choose to show good
will or ill will, to show respect or disre-
spect, to exhibit grace or lack of grace.
We can reflect upon our actions and
choose to do things differently the next
time. During the second plane of de-
velopment the intellect and the ability
to reason are developing very rapidly.
We must make use of this ability; we
must engage the reasoning power of
the child, so that the child sees and
understands why being courteous to
others is right and just. These are other
human beings, each of whom has never
been before and each of whom will
never be again. In spite of whatever
flaws or defects we may perceive them
tohave, in spite of whatever differences
of opinion we might have with them,
we can choose to recognize their
uniqueness and value and we can
honor that value with our respect.
Grace and courtesy exhibited to our
fellow human beings.

Let’s pause for a moment and think
about today’s society. Where are our
young people learning correct man-
ners? What kind of grace and courtesy
is being modeled for them in this soci-
ety? The National Association of Edu-
cational Progress reported in 1995 that
American children spent about one
third of their awake time watching tele-
vision. Are they learning respect for
other human beings through the hun-
dreds of hours they are each spending
watching television each year? What
kind of ‘grace and courtesy’ are they
seeing exhibited by the characters who
constantly put down each other, by the
characters who belittle the shortcom-
ings of others, by the sex and violence
portrayed on the screen? Television is
a very powerful force in the lives of
today’s young people, affecting not
only their grace and courtesy, but their
ability to concentrate, the level at which
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they are reading and how much time
they are spending reading, and their
desire to work.

Another force in today’s society that
is notlending itself to the development
of grace and courtesy is the computer.
It seems that if children aren’t watch-
ing television, they are sitting in front
of the computer screen. Some young
people seem to be ‘tuning out’ the rest
of the world, tuning out society and
becoming loners with their computers.
Conversations with other children are
becoming fewer and fewer as the chil-
dren spend more and more time with
these machines. Rather than working
out social relationships, these children
are becoming mechanical, learning in-
put and output. They are avoiding the
sometimes painful social growth expe-
riences of childhood by bonding with
their computers. Does this mean they
are going to miss out on the rewards of
human relationships later on in life as
well?

There is an obvious isolation associ-
ated with the computer, wonderful tool
that it can be. Children used to spend
so many more hours playing, working
out relationships with each other
through their play, exploring different
roles and different modes of behavior
with each other, making up games,
playing school. These role playing op-
portunities are so important for the
development of social understanding
and grace and courtesy. The children
need these times to practice interacting
with each other in different ways. Sub-
consciously, it is as if the child is ask-
ing, “If I treat this person in this way,
how does he react? If we are making
up a game of our own, is everyone
happy with the rules? Is everyone
treated fairly?” It can be safer to try out
feelings and emotions in a play situa-
tion than in a real situation. These play
situations can then serve as a founda-
tion for positive social interaction later.
Computers and television do not pro-
vide these. And I have not even men-
tioned Nintendo and video games!

The American family is composed
more often these days by either a single
parent or two working parents. The re-
percussions of this are widespread but,
for the purposes of this lecture, let me
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say that real conversations between
adults and children are becoming fewer
and fewer. Recent studies report that,
on average, today’s American father
really converses with his child for about
ten minutes a day. Mothers, who used
to be the ones to spend hours talking
with their children, are often working
outside the home and maintaining the
house as well in today’s society. The
parents work long hours and are tired
after a full day. Itis easier to plop down
in front of the television and space out
together than it is to play family games
or carry on a conversation. Much is
made of the debate over quality time
versus quantity time spent between
parents and children. The fact of the
matter is that discussions with our chil-
dren about right and wrong, about
morality, about showing kindness and
generosity to others, all take time, time
that is often not present in our family
life.

If the adults in a child’s life are not
helping her think about these issues,
where is she going to turn for the an-
swers? To her peers? To television? Are
those the primary sources we want to
leave these children with for their
moral development?

Many of the social opportunities that
used to be afforded children, and
through which they used to have the
chance to experience the kindness and
generosity of others, are no longer part
of childhood. Families eating meals all
together at the table, discussing how
each person’s day has gone, what the
children think about news items or
world situations and so on, are becom-
ing rare occasions. Neighbors banding
together to help each other in times of
need (barn raisings) are so seldom a
natural part of their lives any longer.
Stopping along the side of the road to
help a stranger, reaching out a hand to
help one in need: more difficult to
modelin today’s society when you may
be putting your own life in danger if
you stop.

These are some of the contemporary
issues that make our jobs as Montes-
sori elementary teachers and our jobs
as parents of elementary aged children
more difficult than ever. At the same
time we have wonderful opportunities
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to help the children in our classes de-
velop kindness, respect, humanity,
good will, altruism, mercy, charity —all
synonyms of the word grace — as well
as consideration, favor, dispensation,
indulgence, service, privilege — syn-
onyms of the word courtesy.

If we are observant of elementary
aged children, we see that they become
preoccupied with what is ethical in life,
what is good and what is bad. This age
child wants to know what it means to
be good, what it means to be bad. Is
she good, is she bad, is she right, is she
wrong? Teachers in six to nine classes
are familiar with the manifestation of
this preoccupation in the children who
keep coming to them to report what
other children are doing. Sometimes
the reported activity will be mischie-
vous and other times it will be positive.
Each time the reporting child wants to
know if it is good or bad. Is it accept-
able behavior or is it not acceptable
behavior? This can appear to the unin-
formed to be tattletaling. Generally, it
is not. It is the need of the child to es-
tablish for herself what is considered
good behavior in this class and what is
considered to be bad behavior. Once
she has established this, she will stop
coming to the teacher.

The teacher needs to respond to the
child each time by letting her know that
the behavior is all right, if it is, or that
it is not appropriate, if that is the case.
If there is mischief taking place or
something inappropriate that is
pointed out to the teacher, just say you
will take care of it later — and then do
so. Do not make a big deal out of it; you
donot want this to turn into tattletaling.
(The exception here, of course, is a dan-
gerous situation; common sense tells
you to take care of that immediately!)
This need for confirmation of right and
wrong behavior is an aspect of running
a six to nine class that can take a great
deal of patience on the part of the
teacher. Some groups of children can
drive you quite batty unless you un-
derstand the constructive process go-
ing on within the child.

Montessori observed that elementary
children have a need to associate them-
selves with others, not just to keep each
other company, but in some sort of or-

ganized fashion. They like to mix with
others in a group wherein each mem-
ber of the group has a particular sta-
tus. They generally choose aleader and
this leader is obeyed.

They often establish their own rules,
their own code of ethical behavior,
some of which might strike us as quite
bizarre. Strong groups can be formed
in this way and many opportunities are
afforded the children to practice their
social skills. They have the opportunity
here to practice rules that they can
handle because they have made them
up; and they have the opportunity to
practice their own code of ethics. It is
important that we allow for these
groups and give them opportunities to
function.

These groups can band together for
good and they can band together for
mischief. We do need to be observant
and not to allow ‘gangs’ to develop.
One way in which we help prevent this
from happening is by mixing up the
groups of children to which we present
our lessons. Keeping the interests and
ability levels of the children in mind,
as needed, we can call together differ-
ent combinations of children, introduc-
ing them to different aspects of Cosmic
Education. In this way we might afford
children who have not worked together
before the chance to realize they share
a similar interest or a common goal and
they would like to pursue it together.
Our groups should always be mixed up
keeping these ideas in mind. Our
groups should not be based on the
grade levels, ‘first graders,” ‘second
graders,” ‘third graders.” If we lump the
children together in this way, they will
tend to group themselves together in
this way, and then the real mixing up
and variety does not happen.

The follow up work that the children
choose to do after our lessons should,
to a large extent in the elementary, be
cooperative group work, another op-
portunity to practice grace and cour-
tesy. Working together in a truly
cooperative fashion means sharing out
the various parts of the undertaking,
deciding who is going to gather the dif-
ferent pieces of information, making a
joint decision on how this information
is going to be put together in final form,
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Grace and Courtesy During the Years of Lost Manners

deciding as a group how the project
will be shared with the rest of the class.
This often means that not everyone can
do it their way and having the grace to
accept this; to indulge the opinions of
the rest of the group, to show consid-
eration for the strengths of the other
members of the group, and to show
mercy for the weaknesses of the oth-
ers. This group work is very different
from parallel work where children are
sitting together each working on the
same thing. That does not take the kind
of cooperation that group work takes;
it does not involve the same kind of
interactions between the children.

In her work with second plane chil-
dren Montessori became aware of the
fact that these children needed a wider
society to explore than the younger
children. The first plane children were
satisfied with home and family and,
then, the Casa dei Bambini. The elemen-
tary children had too many questions,
were looking for the reasons why and
how, and they had to have a wider field
for their explorations. She recognized
that they needed to get out into soci-
ety, to explore that society, to start to
learn how to take their places in that
society, and to find answers to their
questions about why things and how
substances and objects function as they
do. All of the answers cannot be pro-
vided (and we should not try to pro-
vide them all} in the classroom or in the
school.

Therefore, what we refer to as “Go-
ing Out” is an essential component of
a Montessori elementary class. Mont-
essori said in her 1938 lecture on The
Four Planes of Education, "What he likes
is to go out. The limitation of the home
and its protection now becomes irk-
some. This urge is so great that we think
that at this age they should have part
of their life out of home and school. The
previous phase’s environment, a house
full of small furniture and beautiful
things, is no longer adequate or satis-
fying. The effort he made in the first
phase to avoid help, to do things by
himself, is no longer adequate or satis-
fying. He needs a different and a
greater effort. The contacts with the
school which in the previous phase
completed the experiences he found at

home, are not enough. He feels the need
of something different; a more rigid en-
vironment with far wider social con-
tacts.” And a bit later she says, “He
requires to go out into the world to
make wider contacts with both nature
and human society.”

Do you see the repercussions here of
having too many books in the class li-
brary? Or worse yet, of having a school
library? If we make it possible to find
all of the information at school, the
need to go out to find those answers is
eliminated. At the same time we have
eliminated all of those wider social con-
tacts.

Part of our responsibility as Montes-
sori elementary teachers is to prepare
the children in our class for "going
out.” This preparation includes giving
the presentations and lessons from our
albums so that we open the doors, we
give the first introduction or the first
key to the concept; and make sure that
we are giving enough information to
interest the children while at the same
time letting them know there is much
more to find out about this. If we stir
up that interest and set their minds
working, we are building up the need
on the part of the children to go out to
find out more, to answer their ques-
tions, to satisfy their curiosity.

These expeditions out of the class-
room should be planned by the chil-
dren. This is very different from field
trips, where the teacher takes the ini-
tiative or makes the plans. We do need
to help the children develop the neces-
sary skills in order to do this planning.
They need to be made aware of pos-
sible places to go related to what they
are studying, in many cases what the
hours of operation are, if there is an
admission fee and how much, where
the place is located, how they can get
there, how they can gather and bring
back to the classroom the information
they are after, and so forth.

Many of the grace and courtesy les-
sons in the elementary class are related
to the “going out” program. A child
may need to call a place of business to
schedule a visit, to find out more infor-
mation, to get directions. The teacher
needs to make sure the child knows
how to make this kind of phone call:
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how to identify herself, to explain the
purpose of her phone call and to thank
the person on the other end of the line
for his help.

If the children are going to be using
public transportation to get to the place
they are visiting, they need to know
how to politely use this transportation:
how to stand in line, how to have the
money ready when one boards, what
to do with their backpack or umbrella.
Because of the characteristics of this age
child, they are not so receptive to sim-
ply being shown how to carry out these
courtesies or, worse yet, simply being
told. We can catch their interest in how
these activities might best be carried
out by using humor and role playing.
If we show the children through a
funny little skit what happens when the
opposite behavior is carried out, we can
catch their attention and involve them
in thinking about how the situation
could be handled differently so that the
results turned out more positively for
everyone,

Many of us who were trained by Miss
Stephenson will never forget her little
skit of standing in the bus line in the
rain with an umbrella. She gets to the
door of the bus and, oh dear, where is
her fare? She searches through each
pocket; meanwhile, the umbrella is
jostled from arm to arm, shoulder to
shoulder, poking the people behind her.
You can even imagine the water run-
ning off the umbrella onto the person
behind her. Finally, she finds the money
and, much to everyone’s relief, can get
on the bus. The umbrella is still open,
people are being poked, water is drip-
ping on others ... you get the picture!

Of course, everyone laughs when
seeing a skit like this. But then we ask
the children what they might do dif-
ferently; proper manners, kindness and
courtesies will naturally come out of
the children discussing and realizing
for themselves the difference they can
make to other people. This is a way of
appealing to their sense of fairness and
justice, characteristics at this plane of
development.

Grace and courtesy need to be exhib-
ited by the children in the classroom
before we would even consider their
being ready to leave the classroom on

GO
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a “going out.” If they cannot show
kindness and respect in the classroom,
itis not very likely that they would ex-
hibit those behaviors in the outside so-
ciety. The teacher helps the children
realize what the expectations inside the
classroom are and how these must be
shown before they will be ready for
these outside trips. This can certainly
be a motivating factor for some children
who otherwise have lost interest in us-
ing conventional manners. When they
do go out, they have wonderful oppor-
tunities to practice grace and courtesy
in a wider field than the classroom and
family provides for them. This is what
makes it real and purposeful for them.

After a “going out” has taken place,
the children involved need to thank the
people who assisted them. This may
involve writing thank you notes to the
parent who provided transportation or
the guide at the museum. This gives us
an opportunity to incorporate this gra-
cious act into the everyday life of the
class. The children are much more
likely to incorporate a courtesy like
writing thank you notes into their own
lives, if they have the opportunity to
see and understand the purpose for
themselves rather than just being
taught how to write this form of letter
as a composition lesson unrelated to
their lives.

One of the aspects of “going out” that
was very important to Montessori is the
idea of community service. By going
out into the community as part of their
research or to see phenomena in real-
ity that have been first introduced in
the classroom, the children come in
contact with a wide spectrum of soci-
ety. This gives them the opportunity to
become aware of people and situations
where they can do something to help.
This might take the form of serving
soup at a food kitchen, collecting food
for the hungry or clothing for the home-
less, grocery shopping for a shut in,
cleaning up a park, shoveling snow for
someone who has broken her leg, vis-
iting the elderly - the possibilities are
really endless if we think of the people
in need. It is particularly the nine to
twelve children that should be involved
in some form of community service.
And isn’t this the kind of grace and
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courtesy we need to see all members
of society showing each other? Because
of the children’s sensitivity at this age
to morality and justice, righting the
wrongs of society is appealing to this
age child. We can then hope that this
attitude and some of these ways of
helping others will carry over into the
rest of their lives.

We have other opportunities in the
classroom to make courtesies purpose-
ful for the children. Many elementary
classes have a guest book and a child
in the class has the honor of asking a
visitor to sign their guest book. Often
times, a visitor to an elementary class
is offered a cup of tea or a cup of cof-
fee. One or two children are the hosts
or hostesses for the week, offering the
tea, preparing the tea, setting it out in
an attractive fashion for the visitor. The
fancier the set up, the more care that is
needed by the children: a china cup and
saucer, a cloth napkin, perhaps a doily
under the saucer, often a special little
serving table put next to the visitor to
hold the cup. Sometimes a little vase of
flowers is put on the table. The children
take pride in setting this up for the visi-
tor and in seeing that the visitor is
pleased. Once again, a much more ef-
fective way of bringing the children
back to an awareness of grace and cour-
tesy when their characteristics other-
wise would be leading them in another
direction.

Visitors to elementary classrooms can
be dealt with in many different ways.
have beenin classes where the moment
I walk in the door, a child comes over
and introduces herself, asking me if 1
would like a chair. That can certainly
make a visitor feel more comfortable
and welcomed than being totally ig-
nored. Have you ever been in the situ-
ation where you are ignored? You end
up trying to stand out of the way, not
block a shelf, not step on someone’s
work — you end up sometimes wishing
you weren’t there or wanting to sink
through the floor! Would we ignore a
guest who came into our home? Op-
portunities abound for grace and cour-
tesy to become a reality for these
children.

Through the stories and work we do
inhistory we can make grace and cour-

tesy, etiquette, use of manners, come
alive for the children. Etiquetteis a code
of behavior that helps people get along
with one another. We can experience in
our classrooms that our society func-
tions more smoothly and we get along
better if we all follow certain behavior
guidelines. We can also experience
what happens when those guidelines
are not followed, and we can discuss
how this affects the life of the class.

We can then include in our history
stories the fact that as prehistoric
people began to interact with one an-
other, they learned to behave in ways
that made life easier and more pleas-
ant. We can imagine that the manners
which resulted had a practical purpose.
For example, when two people met
they may have both extended their
right hand to show that they were not
carrying weapons. Shaking hands be-
came a sign of friendship; it is still con-
sidered a gesture of courtesy, though
the practical reason for showing an
empty hand has disappeared. (Perhaps
we are nearing the time when the prac-
tical purpose will be back.)

As we know, each culture has its own
system of etiquette and these can vary
widely from culture to culture. Whatis
considered proper behavior in one cul-
ture can be considered quite rude in
another. The children are fascinated by
these differences and about learning the
reasons for the differences. My daugh-
ter came home from a trip to Italy in
April with an example for me. In
America when eating at the table, it is
considered proper to put the hand not
holding the fork in your lap. In Italy, it
is considered proper to put that hand
on the table —to show you are not grop-
ing the person sitting next to you! You
have to admit that the tour guide who
told this to a group of fifteen year olds
knew how to catch their attention and
develop an interest in table manners!

The origins of many of the manners
still used today can be traced to the
Middles Ages in Europe. At that time
boys training to be knights had to learn
a code of conduct called chivalry. Some
aspects of chivalry, especially the spe-
cial treatment of women, became part
of the manners taught to later genera-
tions. During the 1600’s and 1700’s the

A\

—GDa
] Ji



Grace and Courtesy During the Years of Lost Manners

nobles at the French court did not work,
and so they developed elaborate social
customs just to keep themselves from
becoming bored. The nobles drew up a
list of proper social behavior and called
it an etiquette. This etiquette soon
spread to other European courts and
eventually was adopted by the upper
classes throughout much of the West-
ern world.

The word etiquette came from an old
French word (estiquet) meaning label.
There are two words that we have in
American English today that both have
this same root: etiquette and ticket.
Wouldn’t those be fun to use for word
families? And to discuss with the chil-
dren what they have in common!

Etiquette has changed and still
changes frequently in response to
changes in a given society. Over the
years the style of life lived by many of
us has become more casual, and the
rules of etiquette have become much
less rigid than they were at one time.
The children can investigate what some
of these changes have been, what the
code of conduct would have dictated
in the Middle Ages or in the French
courts and what would be considered
acceptable today.

Sometimes, as new inventions come
into common use, new rules of behav-
ior need to be developed. For example,
when the telephone came into use, tele-
phone etiquette had to be developed.
That etiquette was different back in the
days when we had party lines (several
families sharing the same phone line)
thanitis today when we have call wait-
ing and have to decide if we are going
to put one call on hold to take a sec-
ond. Now the telephone is something
that young people can really relate to,
already have an interest in, and offers
us the opportunity to pass on a little
etiquette.

The changing roles of men and
women in society today have brought
about changes in the rules of etiquette.
The children need to know that at one
time in history women were perceived
to be weaker than men and in need of
protection. As they have come to be
accepted on a more equal basis, behav-
ior between men and women has be-
come more relaxed and natural. Now

the primary factor governing etiquette
is consideration of others and aware-
ness of their needs. We may notalways
agree with the changes made by soci-
ety, but learning to deal with the
changes graciously helps people get
along with one another. And that is
what we want to help the children do.

The age of rudeness, the years of lost
manners, the second plane of develop-
ment: an incredibly wonderful time of
life when the child enters into the ab-
stract, when he is mainly interested in
the how and why, the time of life when
the creative faculty of the imagination
comes into play, an interest in being
part of a group can be observed, and
justice and morality is being developed.
Although the outward manifestation of
a lack of manners at this age can make
the adult think this is animpossible age
at which to teach the children grace and
courtesy, it is precisely at this age that
we can engage their interest in under-
standing the reasons for manners and
customs. It is the arbitrary authority
that they are rebelling against, not fair-
ness and justice.

When their sensitivities and reason-
ing ability are appealed to, this is the
stage in life when they can come to an
understanding of the interdependen-
cies and interrelatedness of all human
beings. If we can help each child un-
derstand and feel her importance, if we
can help each child respect him or her
self, then perhaps they will be able to
begin to appreciate the importance of
all other life and they will begin to treat
others with respect and good will.

A person has to have a sense of self
worth first, before one is going to be
able to recognize the worth of others.
In today’s society this is perhaps one
of our greatest challenges. But if we can
help them feel grace and mercy for
themselves, to accept themselves for
who they are, recognizing their
strengths and accepting their weak-
nesses, we will have given them a gift
greater than any academic studies they
may also have mastered.

Manners are not really lost during the
second plane of development. Perhaps
it would be more accurate to say they
become dormant. These children can be
charming, respectful, altruistic, kind,
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indulgent, favorful, gracious and cour-
teous. They just have to have a reason
for being that way! ¢

Allyn S.Travis has a B.A.in English from Michigan State
University and an M.A. in Montessori education from
Loyola College in Maryland. She holds both AMI primary
and elementary diplomas and has over twenty years
teaching experience. Mrs. Travis is an AMI elementary
teacher-trainer, examiner, and school consultant. She is
currently the Director of Training at the Montessori in-
stitute of Milwaukee, Inc.
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Growing Responsive Schools: An Evolving Theory of

Montessori Administration

Sharon L. Dubble, Ph.D.

The size and diverse programming
of this conference attest to the growth
and development of Montessori edu-
cation. What has come to be known as
Montessori education is a unique com-
plex of philosophy, psychology, educa-
tional theory and instructional
materials. Yet Dr. Montessori did not
intend to create an educational method.
And nowherein her writings canI find
reference to Montessori schools as or-
ganizations. Maria Montessori did not
provide us with blueprints for build-
ing schools, let alone models for trust-
ees or school administrators.

Throughout this country, Montessori
schools are expanding and developing.
Most of the early schools were origi-
nally small teacher-directed classrooms
or parent cooperatives. As Montessori
schools expanded, the perceived need
for a separate administrator became
more common.

I would assume that, like myself,
most of you who have accepted that
role were not driven by a strong desire
to be an administrator or to create
school policies or to oversee capital
campaign drives. We were, instead,
drawn by a vision of the normalized
child — and then put ourselves in ser-
vice to that vision, willing to dedicate
ourselves in a manner which Dr. Mon-
tessori described as “aiding life, leav-
ing it free however to construct itself.”

-However, unlike Montessori teachers
with their albums and prescribed train-
ing, there was no common or standard
set of guidelines available to Montes-
sori administrators and no formal train-
ing. Soit was logical that we Montessori
administrators, sometimes feeling inse-
cure in our knowledge or preparation,
looked to other administrative models
for examples and direction.

We looked to the business commu-
nity, to the public schools, to non-profit
organizations, and especially to the pri-
vate independent prep schools. We
found, and continue to find, some very

helpful strategies and techniques. Yet,
I question the wholesale application of
many of these approaches. While spe-
cificresults and increased efficiency can
often be noted, the ‘fit’ of most of these
approaches somehow does not seem
completely successful.

Just as knowledge of materials and
methods of presentation is not suffi-
cient to create a Montessori class,
knowledge of managerial skills and
administrative procedures is not suffi-
cient to develop a Montessori school.
More and more, I am seeing that the
same elements which are essential to
the unique character of Montessori
pedagogy are also essential to the
unique entity which is a Montessori
school. Although we have no ‘admin-
istrator albums’ for common reference,
as Montessorians we do have a distinct
reference to guide our work: the prin-
ciples of human development.

We are called to risk being radical,
something very difficult for adminis-
trators! What is needed is a realignment
of our own role with the larger vision.
Just as Maria Montessori evolved a
radically new concept of education, we
are evolving a radically new concept of
school. Dr. Montessori came to under-
stand education as much more than
merely the transmission of knowledge
or the molding of character. Rather, she
said, the purpose of education is to aid
the full development and release of
human potentialities.

In that same vein, we need to re-en-
vision the Montessori school, not as an
educational institution or organization
to be built and managed, but rather as
an organism, something living and
evolving; something to be developed
and respected. Our administrative role,
then, is directed by the same radical
vision which Dr. Montessori saw as the
goal of education. Our schools must
seek the release of human potential in
all aspects their work.

This is where Dr. Montessori’s work

becomes an invaluable guide. Far be-
yond any material or method,
Montessori’s genius lay in her keen
observations of the child and the result-
ing articulation of those principles
which underlie the actual process of
development. She insisted that our
educational practice be informed by a
philosophy in concert with the natural
laws of human growth.

She asked, "What is it to be human?”
She then described those needs and ten-
dencies which define human nature.
She asked, "How can those needs and
tendencies be used towards fullest pos-
sible development?” Then she showed
how all methods, environments, and
materials could be shaped and guided
by an understanding of the process of
human development. If our schools are
to reflect this same dedication to human
growth, then this philosophy must not
only guide our classrooms, but must
also shape and guide our organiza-
tional strategies, our procedures and
our communications.

One of those key principles, or fun-
damental laws, of human development
is the concept of interaction. Although
Montessori education is imbued with
a deep respect for the individual, we
also recognize that the human being
does not develop in isolation. There is
hardly a more poignant or heartrend-
ing image than that of the “boy in the
bubble,” separated from the outside
world in order physically to survive.
Full development of the individual oc-
curs through interaction with the envi-
ronment, an environment which
includes other people.

Indeed, the hallmark of human de-
velopment is the manifestation of hu-
man civilizations. And interaction is
intrinsic to civilizations, to the evolu-
tion of human culture. That is the fo-
cus of this conference: grace and
courtesy as integral elements of the
evolution of human society — a human
responsibility.
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The dictionary defines courtesy as
“behavior marked by respect for oth-
ers” and among the various definitions
of grace is this one: “unmerited help
given,” a definition implying the aspect
of human behavior we call service.
How does this apply to Montessori
administration? How do our schools
become responsive and responsible to
the development of human society?
And what do respect and service sug-
gest about our role as administrators?

The key is to begin to think organi-
cally rather than organizationally. Or-
ganic thinking emphasizes human self
construction through the process of in-
teraction, something which cannot be
completely predicted or controlled. As
we shift to organic thinking, we expe-
rience our schools as part of the same
dynamic continuum of growth which
characterizes the individual human
experience.

[ am not suggesting that we don’t
need to think about policies, proce-
dures or planning. These are, indeed,
important components or perhaps,
more accurately, characteristics of a
school community. What I am suggest-
ing is that these components can truly
characterize a Montessori school only
if they emerge from an interactive pro-
cess. A deepening understanding of
this interactive process — this basic prin-
ciple of human development - must be
our ultimate guide in evolving a living,
responsive administrative theory and
practice.

Dr. Montessori clearly described this
interactive process as she observed it
in children. She spoke constantly of the
self-construction of the individual. She
emphasized that the child is not prima-
rily molded by others; rather, the child
builds her individual personality
through interaction with the environ-
ment. According to this principle, then,
education is primarily active rather
than didactic, with the emphasis upon
the child’s activity rather than upon the
adult’s teaching,.

In the same way, we need to think of
our schools as living entities in the pro-
cess of self-construction. They are not
primarily molded or shaped by the
administrator, but rather evolve their
unique personalities through interac-
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tion with the various elements of the
school environment. In this view of a
developing school, the emphasis is
upon the activity of the school commu-
nity rather than upon administrative
directives.

Again, Dr. Montessori’s observations
led her to discern the critical elements
which promote natural self construc-
tion through interaction. First, there
must be a prepared environment which
allows for and encourages interaction.
The careful preparation of the environ-
ment is on-going and rests upon an
awareness of the various stages of de-
velopment. Knowledge of the special
characteristics of each stage allows the
adult to create an environment which
will be responsive to those particular
sensitivities and tendencies.

Preparation of the environment is
more than selecting materials. It in-
volves a careful coordination of all re-
sources including space, people, even
time. The goal is not to have a pristine,
ordered, controlled classroom but, in-
stead, to create a kind of living labora-
tory which invites activity and discovery.

But it is not enough to prepare an
environment and then place the child
within it; the child needs to be linked
to the environment. This linking func-
tion is a critical aspect of the adult’s
role, one which requires both careful
observation and subtle artistry. The
material or activity must connect with
or spark an interest within the child.
And the presentation or link is only
intended to give the child a key which
unlocks new possibilities for action.
This is where artistry and restraint be-
come paramount, for the purpose is not
to give the child knowledge, but rather
to give the child the opportunity, the
opening, to acquire knowledge for her-
self.

And once the link has been made, the
third critical element in the interactive
process is that tricky concept of free-
dom. The child must have autonomy
within the environment, the opportu-
nity to act within the limits of respon-
sibility. This freedom involves initiative,
independence and self-control.

The individual mustbe free to choose
an activity, a choice which is based
upon knowledge, not merely whim or
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reaction. He is allowed to continue in
his own time and style without unnec-
essary interference, learning through
mistakes and frequent self-evaluation,
and gradually building upon his own
successes. And this cycle of autonomy
continues with choices expanding in
relation to both the expansion of knowl-
edge and the child’s willingness to
regulate his behavior within the so-
cially agreed-upon limits of responsible
action.

We understand this interactive prin-
ciple in our work with developing chil-
dren. Why is it so difficult to translate
this same principle into our work with
adults and developing schools? I think
itis because, in the administrative role,
we revert from developmental, organic
thinking to formulaic, organizational
thinking,

Organizational thinking too often
seeks to manage for efficiency and to
structure relationships hierarchically.
The emphasis is on building and then
maintaining through policies and pro-
cedures. However, as we begin to see
our schools as self-constructing entities
and our administrative role as partofa
living experience, the dominant way in
which we plan and determine proce-
dures in a Montessori school becomes
a developmental process which incor-
porates those same elements that are
critical to child’s self-construction:

+ a carefully prepared environment;

# links to opportunities for knowledge
and discovery; and

% freedom tied to responsibility.

Thinking organically, then, does give
us a clear administrative framework,
although no simple step-by-step appli-
cations. It asks us to go beyond mana-
gerial techniques or strategies and to
lead primarily through service. Mont-
essori has given us the essential prin-
ciples, the questions to ask in any given
situation, “How can I serve the devel-
opment of human potential? How can
I respect and aid the life of this school,
leaving it free, however, to construct
itself?”

In every circumstance, if we are
thinking organically, we shape our be-
havior by asking the key questions:
“How should I prepare the environ-
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ment? What kinds of links should I be
making? Am I hindering or encourag-
ing the opportunity for responsible
freedom?”

Let’s look at just one example of this
rather organic administrative role. A
teacher is constantly complaining that
she has too many students with prob-
lems. In her comments to other staff
and her meetings with you, she says
she is highly stressed because her class
is overloaded with students and many
of them have special needs. “There is
no way that I can have a real Montes-
sori class with all these children,” she
claims. The teacher has suggested to
other faculty that they lobby the board
to set a mandatory maximum of
twenty-two children per class.

For many of us here in this room, the
wheels are already starting to spin
around this example, probably already
formulating a response. But how re-
sponsive is our plan of action? Is it pri-
marily solution oriented? If we want to
shift toward a more developmental ori-
entation, we must frame our actions
with the key questions inherent to an
interactive process.

< How should I prepare the environ-
ment?

A first step might be critically to ex-
amine whether I am currently ensur-
ing optimal classroom composition for
the children. Is there a good balance of
ages? Do most of the children remain
for a three-year cycle? Do our admis-
sions materials clearly state the age
range for acceptance? Are we adding
students to classes to achieve full en-
rollment and a positive bottom line
without carefully considering how that
alters the classroom dynamics?

And what about the teacher’s stage
of development? A new teacher will
likely differ from a more seasoned
teacher in his ability to incorporate stu-
dents with a broader range of special
needs and, therefore, may need to be
given a more narrowly selected group
of students for the first year. Have 1
taken this into consideration? And
what are this teacher’s unique gifts and
challenges?

What kind of philosophical environ-
ment are we setting? What does our

literature say about our purpose and
the way we serve children? Are our ad-
missions policy and our program con-
sistent with what we say? What is our
reputation in the community? Are we
viewed as a Montessori prep school, a
school that takes children who are hav-
ing problems in traditional schools, an
academically oriented preschool?

< What kinds of links can I make?

What kind of support does this
teacher need? Should I provide more
one-on-one meeting time to discuss her
work with her? Is there another staff
member who could observe on a regu-
lar basis and engage in active coaching
and collaborative planning? What con-
ference or material could provide in-
formation specific to this teacher’s
particular concerns about student
needs?

How am I linking the staff? Are there
forums for meaningful discussion and
dialogue. Do teachers actively partici-
pate in determining meeting agendas
and facilitating discussions? Do teach-
ers readily bring questions to me and
to group meetings?

What are the links needed between
teacher and child and family to support
the needs of the child, particularly
when there are problems? Can greater
involvement in the admissions process
more firmly connect a teacher with a
child? Are there clear and effective
channels for communication for a vari-
ety of circumstances? Does the teacher
know when and how to engage addi-
tional assistance? Am I available and in-
volved in these important supports?

4 Am I encouraging the opportunity
for responsible freedom?

I need constantly to remind myself
that the emphasis is on the activity of
the school community rather than my
administrative directives. If I've given
careful consideration to preparing the
environment and creating links, am I
able to allow for interaction without
controlling the outcome here? Does the
teacher feel free to experiment with the
conduct of her class? Can the staff
openly debate the rationale for class
size and composition? Will I support
the formation of a committee to re-ex-
amine admissions procedures?
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This kind of freedom is necessary and
critical for fuller development of our
schools as long as these actions remain
responsible to the school’s broad com-
munity covenants. For example, what
are the agreements in our bylaws re-
garding our various responsibilities
and communications? Does a teacher’s
direct lobbying of board members vio-
late agreements about responsible be-
havior?

And what about the board? They are
ultimately responsible for the well-be-
ing of the school. Do the members have
a deep understanding of the mission of
the school, a trust for which they are
each accountable? Can they question
and challenge me within a framework
of clearly delineated responsibilities?

What guidelines do we use to make
decisions? Do we refer more to
Montessori’s writings than to policy
manuals? If the school is affiliated, are
we familiar with our responsibilities in
adhering to program guidelines? Does
everyone in the school community, not
just a few individuals, engage in ongo-
ing discussions about our responsibili-
ties to the children?

Administrators, of course, are ex-
pected to respond. But how responsive
are we? Obviously, in this situation that
I sketched, you would likely choose
some fairly immediate actions. But Iam
suggesting that by primarily focusing
on the key developmental questions
you will create within the school an
interactive cycle which ultimately leads
toincreased responsiveness and greater
potential throughout the entire com-
munity.

Instead of merely solving problems,
you are encouraging long-term growth.
This in no way will prevent problems
from occurring. In fact, I am convinced
that conflict and questions are impor-
tant signs of a healthy, living school
organism.

In my view, it is the interactive pro-
cess which is emerging as a theoretical
model for our administrative approach.
This doesn’t provide a definitive blue-
print or an operational formula for
Montessori schools. But it does give us
the framework for our administrative
behavior. In that sense, it forms the ba-
sis for the “grace and courtesy lessons”
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of schools, the behavioral agreements
within our school communities which
work toward the highest development
of human potential.

If we continue to enhance our com-
mon vision in line with Dr. Maria
Montessori’s radical view of education,
we strengthen our understanding of
common responsibility. We thereby be-
come more response-able, able to re-
spond broadly and fully. Then all
members are more and more free to
choose and to act with confidence ac-
cording to changing needs. This inter-
active dynamic fosters a community
climate where creativity, insight and
human growth can flourish, where re-
spect and service are core values.

By shifting to this kind of organic
administrative thinking, we see grace
and courtesy in the school as model-
ing development through interaction.
And our Montessori schools become
living organisms that contribute to the
evolution of an ever more responsive
human culture. %

Sharon L. Dubble, Ph.D., holds AMI primary and el-
ementary diplomas as well as a doctorate in educational
philosophy. She has more than twenty years of Montes-
sori teaching and administrative experience and cur-
rently serves as coordinator of the Montessori graduate
program at Loyola College in Maryland.
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Respect as the Foundation for Grace and Courtesy in the
Elementary Classroom

Laura Smyczek

“The knowledge of courtesy and
good manners is a very necessary
study. It is, like grace and beauty, that
which begets liking and an inclination
to love one another at first sight.”?

I would like to begin by saying that I
will be in my fifth year of teaching next
year, and [look forward to many years
of learning how to create the best pos-
sible elementary Montessori classroom.
I want to share with you some ideas I
have at this point in my teaching ca-
reer on encouraging respect in the class-
room. These are things that [have done
and that [ have found, through experi-
ence, to work for me.

Our goal, as the adult in a Montes-
sori classroom, is to prepare the child -
the whole child - to become a respon-
sible human being, able to make inde-
pendent decisions and choices based on
reason and good judgment, as well as
to contribute to the good of the whole
society. In Cosmic Education the chil-
dren are shown the way in which we
must respect all in the universe. This is
brought to the practical level in the el-
ementary classroom. The child begins
in the classroom, which is a microcosm
of society. Gradually, as he or she be-
comes more responsible and indepen-
dent, he will move out into the larger
society in which we all live. He must
know how to function graciously, with
kindness and respect for others. This is
why grace and courtesy are absolutely
essential, if we are to create a society in
which civility and peace are valued
over immediate gratification and self-
satisfaction.

The child in the second plane of de-
velopment is one with many gifts, such
as the ability to reason, the use of imagi-
nation and compassion for others. El-
ementary children are, as we all know,
quite honest in their comments and re-
actions. This is not the age of rudeness,
as some may suggest, but the age of
frankness. They simply need to be
shownhow to treat others with dignity,

and they will rise to the occasion. They
are very capable of meeting our stan-
dards, and we do them a great favor
when we set them high. They also need
to be respected by others so that they
will show respect themselves. Dr. Mon-
tessori said, “Respect for the child and
for his initiative is essential.”?

Children observe our behavior and
reactions constantly, and they learn
from us. So we, as the adults, must
model respectful attitudes toward each
other, them and the environment. We
must also always respect their own
ideas and opinions. Because children
have so many creative, imaginative and
wonderful ideas to share, we must give
them an opportunity to express their
thoughts. In my class, that happens not
only inlessons, but particularly during
group time or in class meetings. The
children are inventive in finding solu-
tions to problems within the classroom,
whether it be how to let another child
know when he or she is hurting one’s
feelings, or how to place boots in the
closet during the winter. So we must
never dictate our will over theirs, but
allow them to come up with their own
choices and make their own decisions.
This will aid in their development of
self-confidence, too. Of course, we must
at times guide them and help them to
form good judgments, but their contri-
butions are valuable and should be
treated as such.

We show the children respect by al-
lowing them to make choices rather
than making choices for them. At the
beginning of each school year, we dis-
cuss the class rules, but the children
decide on them and verbally form them
into statements. Then the rules are their
own - they have chosen them and so
want to live by them because they have
reasoned them out and decided they
exist for the good of the whole class.
They are also, then, quick to point out
another child who is not following one

A child needs to know that we care
about him or her. If we always show
him respect and listen to him, he will
be aware of that care and concern. If a
child is having a personal difficulty,
whether it be at home or with another
child in the classroom, we must take the
time to listen and be open with him. In
this way, he will know his feelings are
valid and that we care and are there to
help in whatever way we are able.

To be respectful toward children we
must be kind but firm. When we inter-
act with them they should be able to
maintain their self-respect. When I be-
gan teaching [ used to wonder whether
or not I was being too firm, but it is
better to set down the expected stan-
dards early on than to have to go back
later and amend them. We must always
remember to respect the child we are
dealing with and remember that he is
a changing, developing human being.
We must keep in mind that he holds all
the beauty and wonder of someone
who is still growing and learning,. If we
do this, we will act in a way that is for
the good of the child and he will know
this.

Dr. Montessori said, “The teacher
mustintervene and reprimand the chil-
dren whenever they do something rude
or careless that has no good impulse
and does not lead to perfection... The
teacher should never let one of these
actions go unnoticed.” She goes on to
say that we, as the adults, must redi-
rect a child whois acting uselessly, even
if he is not as yet disturbing anyone, as
these activities may lead to disruptions
for the entire class. Disruptive activi-
ties could be two girls giggling or a
child tossing his pencil in the air. [ am
firm but kind with them in letting them
know that their actions are inappropri-
ate in our classroom environment. Be-
cause children between the ages of six
and twelve are able to use a reasoning
mind, [ give them the reason they may
not act that way in the classroom, or
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sometimes they tell me the reason in-
stead. If we do this consistently, Maria
Montessori concluded, “the small de-
tails change a mediocre piece of work
into a masterpiece.””

The children also observe us as they
form their own code of morality, by
watching our reactions to certain situa-
tions. So we must be the type of persons,
inwardly, who will inspire graciousness
and kindness, generosity of spirit and
consideration. We must give the chil-
dren the experiences they need to de-
velop their own morality, so that when
they are out in the world, they are able
to make the decision to be kind instead
of rude, generous instead of selfish,
thoughtful instead of careless.

We are also helping the child to be
self-motivated and self-disciplined,
able to control his or her impulses, for
the good of the whole. This is one area
in which the children must show they
have developed responsibility before
they are given the freedom to take on
more responsibility. They do this in
many ways, including their jobs, work
journals and weekly individual meet-
ings with us. Going Out is another ex-
ample of this. Itis a point of arrival for
a child. The child realizes that his ac-
tions are not isolated but can affect oth-
ers. He is responsible for himself and
his behavior.

Where does this idea of respect for
all in the universe arise? In Cosmic
Education, the idea of each being in the
universe having a place comes into
play. Dr. Montessori said: “Let us in
education ever call the attention of chil-
dren to the hosts of men and women
who are hidden from the light of fame,
so kindling a love of humanity; whatis
first wanted is no patronizing charity
for humanity, but a reverent conscious-
ness of its dignity and worth.”*

We are to develop in the children a
sense of gratitude and respect for un-
known human beings throughout his-
tory who have contributed to our lives
today. We do this in our telling of the
Great Lessons. We give the children
knowledge of common man. We let the
children know we must thank the hu-
man being who invented the first chair:
“Where would we be today without the
progress made by the inventions of

these unknown human beings?”

In The Coming of Life we tell the chil-
dren: “If all had not happened as it did,
the earth would not have been pre-
pared and human beings would not
have been able to survive.” Here, we
see the idea of gratitude to God, which
Dr. Montessori also felt was important
to give to the children. In a lecture
Mario Montessori gave in 1958, he said:
“The years we have spent in this work
have shown up the enormous change
that comes in children, the enormous
respect that they develop for creation
and every part of it. When they see that
stones or colors or animals are simply
aspects of the spiritual expression
called creation and the path that life
takes is an expression of spirituality
because each item of creation is prepar-
ing, though unconsciously, a better situ-
ation for other creatures... Thisis what
we want them to grasp...””

A most important idea we must give
the child is that all life forms through-
out history have been preparing the
way so that others may come onto the
earth. In our training, we learned how
“we want to arouse in the children an
appreciation of the guiding uncon-
scious, of God, by developing an ap-
preciation of human beings, and of the
plan of law and order that was set up
to regulate all substances and life
forms.”®

At the end of the third Great Lesson,
The Coming of Human Beings, we talk
about how special each and every hu-
man being is, and then say, “That’s why
we have to be so careful how we treat
each other, because each of us in our
own way is special.” The children learn
in that lesson that human beings are
particularly unique because they have
the abilities to think and to love.

Showing the children how early hu-
man beings progressed — learning that
with fire they could cook their meat
instead of eating it raw — gives them an
appreciation of the significance of their
work and progress. They had to build
from nothing! They must have been
very clever! What gratitude we feel to-
ward them!

In the history lessons we give, trac-
ing civilizations such as the Four River
and New World Civilizations, we want
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to share with the children the idea that
this betterment of life has taken place
because the people worked for the
good of the whole group. Because we
are fortunate enough to have certain
advantages, we also have the respon-
sibility to share with others.

In a lesson such as People in Different
Zones, we discuss the differences
among peoples who live in various
parts of the world. These differences
arise from the fact that we all satisfy the
same human needs in a variety of ways.
Through this, we can express the im-
portance of understanding and toler-
ance for people who are different from
ourselves. This understanding should
lead to a greater respect for other hu-
man beings.

Our lessons on the interdependencies
of all life also foster gratitude for other
human beings. We say, “Look at the
number of people who were involved
in the making of the bread that Andy
had for breakfast this morning! Imag-
ine if you had to do all these jobs your-
self!” Then in the second activity: “Look
how many people depend upon the
farmer for their work!” Again, in activ-
ity three: “Here are all the people the
farmer depends on!” and we go on to
say, ”...No one is self-sufficient, are
they? For the satisfaction of our basic
needs, we are all dependent on each
other.” Through these exercises, includ-
ing the final one on taxes, “the children
will hopefully develop an appreciation
for anonymous people, and will be-
come better citizens themselves, know-
ing their own duties...””

The economic geography lessons,
also, can help the children understand
the interdependencies of the global
community. We want to show them that
the world community is interdepen-
dent. “In order to accept, you must also
give. Even if you have all the natural
resources in the world, you cannot ex-
ist in isolation from other countries.”®
This will help the children realize that
we are all part of the same whole. This
awareness brings with it a sense of hu-
mility, which we must model ourselves.

This idea that we give as well as take,
comes up again in biology, with plants
and animals, which take from the earth
but also give back to it. This is their
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cosmic task, just as we all have our own
cosmic tasks. We must help the children
think of their work as a cosmic task,
contributing to the good of the whole,
not as something we are forcing them
to do. The child learns that there is a
delicate balance between the earth and
nature, and so hopefully will learn to
act responsibly with regard to main-
taining this balance. Human beings
have the power to change the world,
so we must help the children realize
how much we depend on our environ-
ment. In this way, they will appreciate
it and thus take care of it. The children
must realize the need to be respectful,
thoughtful and responsible in their
choices. The children’s study of ecol-
ogy also shows the interdependence of
organisms within the environment in
which they live. With the Chart of In-
terdependence, we look at our depen-
dence on the Supra Nature: “Once a
discovery is made, it becomes the com-
mon property of all humanity.”

In another of the Great Lessons, The
Story of Communication in Signs, we ex-
press gratitude to the Phoenicians:
“Thank you, Phoenicians” for the cre-
ation of the sound letters, the first al-
phabet, quite an exciting discovery. We
say to the children: “What you have to
remember and be grateful for is the
story of the Phoenicians, because they
made the first real letters for sounds.”
With a story such as the one that ac-
companies “The Hand Chart,” in which
the children discover what a short time
human beings have been writing things
down compared to the time they have
been on the earth, the children see what
a great contribution writing has made
to our existence. As we do not know
who created the very first written char-
acter, again we have gratitude for un-
known man.

In The Story of Numbers, the last of the
Great Lessons, this idea again resur-
faces. We tell the children, “Once again
we have someone, somewhere — we
don’t know the person’s name — to be
grateful to for giving us a way of re-
cording numbers.” It is interesting to
note that this grand and noble idea of
respect for others comes up in each of
the Great Lessons. No wonder they are
called “Great Lessons”! They hold the
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truths under which every other lesson
falls.

Now, let us move on to the specific
ways in which we can bring grace and
courtesy into our own classrooms. One
obvious way to maintain more courtesy
in the classroom is to encourage the use
of etiquette. In the elementary, as in the
primary, we greet each child with a
handshake and a “Good Morning,
Julia,” followed by, “It’s nice to see you
this morning,” or “How was your
weekend?” With this, we work on how
to shake hands properly and the use of
eye contact. You can role play this with
the class as a small lesson, showing
them examples of the wrong, as well
as the right, way to do this. We also
shake each child’s hand at dismissal
time, politely exchanging good-byes.
This gives a sense of closure to the day
and allows you to check back in with
each child before he or she leaves.

We are always working on, “"May I
please...?” and “Would you please...?”,
as well as “Thank you” and “You're
welcome.” Simple common etiquette is
not difficult to have in your classroom
if you act this way yourself and expect
it of the children. It may take some time,
but what a lovely outcome! With the
excellent preparation our children re-
ceive in the young children’s commu-
nity (18 months to 3 years) and primary,
or children'’s house (3 to 6 years) envi-
ronments, the children who move into
my 6 to 9 class already know the proper
way to treat others. We always respect
other people, their work and all living
things.

We review, at the beginning of the
year, how to roll a rug, hold and carry
a bell, open and close a door, step aside
so someone else can pass, carry a chair,
and so on. The new children just in
from primary are wonderful for these
tasks, as they are still close to the end
of the first plane, in which order is so
highly valued. Then these are fresh in
their minds, and when someone forgets
to care for a material they will kindly
remind that child of the proper way to
do something or handle a material. We
must aid those children who need help
with speaking or reminding in a kind
tone of voice. Sometimes children, such
as those who have come from another

school, need more help with these con-
siderations. For example, when a child
slams a drawer, I say, “Let’s try that
again please” in a positive tone of voice.
But by the time they are nine years old,
they are usually extremely thoughtful
of everyone around them, whether it
be in the group area, working on the
floor or at a table.

When a child or two children choose
to read a poem, play a song they have
composed or present a report or piece
of work to the class, all others are ex-
pected to sit quietly and give their at-
tention to the children presenting, out
of respect for them. When a child has a
question for me, he or she must come
and stand silently next to me, waiting
until  have a free moment. When I am
presenting a lesson to a group of chil-
dren the others in the class know that
they may not interrupt me or disturb
anyone in the lesson. Again, this is out
of respect for those learning something
new and exciting. Occasionally though,
a child will forget and come stand next
to me with a question, and a child in
the lesson will pipe up, “She’s in a les-
son!” We also discuss the concept of
personal space as being an arm’s length
distance from one’s body. This again
shows respect for the people around
you.

We have a dress code policy for both
the children and the teachers. The pur-
pose of this is to create in the children
a sense of respect for the serious task
we are undertaking at school. The
children’s shirts must be tucked in and
their hands at their sides, rather than
in their pockets. We do not have a uni-
form because we are helping instill in
the children more responsibility and
giving them the opportunity for good
judgment, in having to choose their
own clothes.

In our school, we have lunch together
in our classroom. I eat with the children
and stay with them the entire day. They
do not leave the classroom for art, mu-
sic or gym. I provide for these needs of
the children myself, either inside the
classroom or sometimes outdoors. This
unbroken day gives the class cohesion,
continuity, consistency and a real sense
of community. Each child, beginning at
the age of five in the Casa dei Bambini,
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makes and packs his or her own lunch.
At the beginning of the school year, we
have a class discussion on possibilities
for healthy lunches. Lunch suggestions
are also included in the school policies
booklet for the parents. In addition, we
help the parents with luncheon ideas in
our continuing education sessions with
them, which are scheduled throughout
the year. We discuss the importance of
low shelves for the child in the kitchen
at home, helping children wash and
chop vegetables, providing easy-open
containers for lunch items and together
making a weekly grocery list for the
children’s lunches.

Each child must pack a china plate, a
glass or mug, a bowl, silverware, and a
cloth napkin and place mat in a basket.
Some of these items are breakable, and
as you can imagine, they do sometimes
break, but this is how the children learn
to care for things in their world. They
are seeing the natural consequences of
their actions. They are also living in a
real environment. As adults, we cer-
tainly do not eat our meals from plas-
tic plates with plastic utensils, and
neither should the children. After the
children have set up their places for
lunch, they}re expected to sit quietly
and wait for the others to do the same.
When all are ready, one child reads a
poem to the class and finishes with,
“Have a nice lunch!” During lunch, the
children are expected to follow proper
table manners such as chewing with
their mouths closed and keeping their
elbows off the table. After they finish
eating, they sweep their places and
wash their table.

Another way in which we encourage
graciousness in the elementary class-
room is to help them strive for beauty
in their work. They may decorate their
work with a simple design down one
side of the paper. I have some sample
designs on cards in a box in the class-
room to give them ideas on designs
they may make. Ornamentation on
their finished reports is a lovely way
for them to feel that their work is spe-
cial and very much their own. You can
give them a lesson on illumination and
show them examples of illuminated
manuscripts from the Middle Ages, so
that they may then illuminate their own

work on occasion. Of course, they may
illustrate their reports, time lines and
stories. They may also learn to do cal-
ligraphy and Chinese writing; to make
and marble paper; to bookbind or use
ribbons to tie up their booklets; and to
make charts or scrolls. With these small
additions, the children have pride in
their work, take care to do their very
best and love making it beautiful.

Handwriting is of course a part of the
appearance of their work. We can work
on this in their journals, on final drafts
of their reports and in all their work. |
hear from parents that this must be the
age of sloppiness, due to the appear-
ance of their bedrooms, but beautiful
handwriting should be a goal for all
children. There is special handwriting
paper to help those who need it, and
we must make sure the children are
using the pincer grip, holding their
pencils with the proper three fingers.
These things we can discuss at their
individual meetings, which 1 have
weekly unless an older child has shown
himself to be motivated and hard work-
ing enough to need a meeting only ev-
ery couple of weeks. Again, if they do
their very best, they will have pride in
their work and want to do it well.

Related to grace in the children’s
movements is their posture. They work
at tables-that seat four to six children,
or at lowhbles&hich are thirteen
inches from the floor and seat one or
two children, or at a rug on the floor.
When writing, they are encouraged to
sit at a table so they may achieve their
best handwriting. They are not allowed
to lie on the floor, except occasionally
during silent reading time. When they
are sitting in a group together, they
must sit with their hands in their laps
and their legs crossed, not on their
knees or with their feet out to the side
or stretched in front of them. When they
are sitting at tables, they are expected
to situp straight and have their feet flat
on the floor. They are not allowed to
lean on or across a table, either when
they are sitting at a table or standing
next to one. In.the 9 to 12 class, they
discuss the way in which one conveys
his or her image to others, especially
adults. We want to present ourselves
as people who are confident, have

poise, stand up straight and look some-
one in the eye.

On a child’s birthday, we as a class
make a “compliment book” for that
child. In it is a page from each class-
mate with something nice about that
child, something they particularly
think is special about him or her. Some
children have come up with “Ilike your
shoes” or “You're cool,” but we then
discuss how to approach this, by think-
ing of some quality he or she admires
about that child who is having a birth-
day. I include a page as well, and we
make a cover with the child’s name on
it, decorated and tied with a ribbon. At
the end of the day, we read through
each compliment and give the small
book to the child. It is not a collection
of birthday cards, but a thoughtful way
to focus on each child’s special quali-
ties and attributes. In thinking of oth-
ers, as in caring for the environment,
the children are encouraged to move
away from self-centeredness.

It is so important to have high qual-
ity reading material in our classrooms.
There is such a vast array of books to-
day that the task of choosing appropri-
ate ones for your children can be
daunting. But if you go to your local
library or book store, they often have
lists of Caldecott and Newberry Award
winners, as well as recommended read-
ing lists. Do not resort to Goosebumps
and Baby-Sitters Club series! We want
to uplift the children’s spirits and show
them that there is goodness, beauty and
excitement to be found in the world of
reading. Stick with the classics ~ they
are called classics for a reason. In addi-
tion, teach your children how to care
for books, and share with them a love
of words and a respect for the signifi-
cance that words and literature hold.
We can tell the children, “That is why
it is so important to choose our words
carefully, both in speaking and in writ-
ing.”

When you read aloud to the children,
choose books of all subjects and writ-
ing styles. Read a biography of Lincoln,
then a fun story such as Mr. Popper’s
Penguins, followed by a selection of
poetry, and then a story of courage such
as The Island of the Blue Dolphins, fol-
lowed by a fairy tale. Do also read the
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children Mammolina once, the story of
Maria Montessori. When the children
hear about the development of Mont-
essori schools and materials, they are
thrilled: “Oh! The sandpaper letters! I
worked with those!” In addition, give
them a silent reading time in your class-
room. We have ours after lunch, which
gives them time to become engrossed
in their books before they go back to
work in the afternoon. This special time
shows that each child deserves to be
given the occasion and space to let his
or her imagination go. It shows respect
for this very special undertaking. The
resources for reading are endless, but
we must search carefully for quality.
Think how much we can give to the
children’s imaginations and literary
experiences in a period of three years
in our classrooms. In their trips to the
library, we are giving them the oppor-
tunity to use good judgment in having
to choose from an entire library of books
rather than from just the classroom’s
small collection.

Aswell as enriching their minds with
good books, we must provide them
with an environment that is beautiful
and simple. The white walls should be
adorned with only a few beautiful
pieces of art or prints, framed very sim-
ply. I have found nice quality prints of
famous paintings on calendars or on
postcards from art museums. I then
frame them in the glass clip frames you
can find in many stores. The children
also enjoy reading a poem I have on the
wall, with an illustration, which I
change every so often. Make sure that
everything you choose to put on your
classroom’s walls is hung at the
children’s eye level. We also have our
class photo framed and hung up, as
well as a photo of Dr. Montessori.

The children’s care of the environ-
ment is also a wonderful way to bring
grace and courtesy into the elementary
classroom. In having them take respon-
sibility for their own classroom, by do-
ing jobs, taking care of the plants and
animals in the classroom and cleaning
up after themselves, they come to re-
spect the environment in which they
spend their days, realizing that if they
do not, it will not be there, for them or
anyone else, the way they want it to be.

This gives them a sense of ownership
of the environment and ties them to it.
They learn that they need to leave
things in an orderly fashion. For ex-
ample, during the winter the children
line up their boots in the coat closet in
the classroom. They clip their boots to-
gether so they don’t get separated.
They also clip their mittens with one of
the clothespins that we keep in a bas-
ket on a shelf in the closet. They hang
up their coats and jackets on hangers,
and I show them how to fold their
sweaters properly.

At the beginning of the school year,
we make a job board, listing those tasks
which we all agree need to be done. It
hangs in the classroom, along with a
clothespin for each child. The clips with
their names on them get rotated around
the board, so they each have a differ-
ent job each week. There is an inspec-
tor who goes around the room during
job time at the end of the day to make
sure the jobs have been done well. One
of the jobs is holding the door at the
end of the day when we all leave the
classroom, and as we pass that person,
we say, “Thank you, Jack” or “Thank
you, Erin.”

In the 9-12 class the inspectors run
weekly class meetings, using proper
meeting formalities. The children in
that class write their concernsin a book
throughout the week. Then, on Friday
morning, the two inspectors voice the
concerns, there is a discussion, and all
the children then vote. Children are
concerned not only with the physical
environment, but also with the emo-
tional and social environment. So their
concerns often deal with how someone
is being treated, or if the same people
are consistently going outside to play
together to the exclusion of others.
These concerns are always discussed
anonymously, and since they are now
older, they come to each other for the
solutions, rather than going to the
teacher.

Grace and beauty can also be ex-
pressed in music and dance. As the
adultin the classroom environment, we
need to tend to the spiritual needs of
the child. We do this with music, art,
religion and all things beautiful. These
are forms of communication, a natural

human tendency, here spoken in the
language of the spirit. In music, the chil-
dren learn to sing, compose and write
music, and identify musical styles and
composers. This is not difficult to do in
the classroom with a small collection
of CDs or tapes. On a regular basis, we
listen to classical music, which touches
the soul. I play it in the background
during the children’s arrival in the
morning, as well as during their silent
reading time occasionally. At other
times we listen to and interpret a cer-
tain composer’s use of different tech-
niques, dynamics or instruments. The
children love to talk about how Bach’s
Toccata and Fugue in D minor made them
feel, or try to pick out the harp in
Tchaikovsky’s Swan Lake. They also like
comparing different pieces of music
and choosing their favorites. We some-
times draw abstractly while we are lis-
tening to music, trying to follow the
sounds of a composition.

In addition, music is incorporated
into movement, dancing, rhythm and
listening exercises. We do exercises in-
doors in the winter, such as stretching,
walking or marching to different beats,
or moving to different music. We also
do some dances that are from a variety
of nations and combine singing with
dancing done in circles. The elementary
children love these because they are
done in a group and because they are
fun and beautiful. They bring out
peaceful, cooperative behavior in the
children.

We want them to respect everything
as beautiful. Work can and should be
joyful. Celebrate the simple pleasures
of life with them. One October day it
began snowing in the middle of our day
at school while we were working. It
was the first snow of the season, and
soon every child had discovered it and
was in awe of its beauty and newness.
We gathered around the windows and
I read poetry on snow:

The more it
SNOWS-tiddely-pom,
The more it
GOES-tiddely-pom
The more it
GOES-tiddely-pom
On

Snowing.
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And nobody
KNOWS-tiddely-pom,
How cold my
TOES-tiddely-pom
How cold my
TOES-tiddely-pom
Are

Growing.!?

Then we sat quietly for a minute
looking out and one asked, “Could we
go outside and do a snow dance?” So
they joined hands in small groups and
danced in circles together. It was a small
piece of beauty, inspired by the nature
of the child to discover and embrace the
divine.

Bring in the spiritual whenever pos-
sible. In the autumn, collect leaves with
the children; then do leaf rubbings, clas-
sification, collages and artwork. In the
springtime, go out and examine the
miracle of new life in nature. Help them
to appreciate the beauty surrounding
them in their everyday lives.

We must make sure that the idea of
respect for all extends to the outdoor
environment. Take the children on na-
ture walks to observe the beauty
around them. When you go to the park
with them, take some time to lie on
your backs, in silence looking up at the
sun streaming through the leaves; close
your eyes and listen to the leaves rus-
tling and the birds singing. Take it all
in. On the last day of each school year,
we take a walk to the lake and read
poetry in anticipation of summer. We
then look out at the lake and each child
(who has brought along a clipboard,
pencil and white piece of paper) draws
or writes a poem or story. It is an ex-
tremely peaceful time for us, to be to-
gether while each being alone. It brings
us together at the close of the year with
a sense of the importance of commu-
nity and a recollection of the special
qualities of each other. It also reminds
us of the great gifts we have and makes
us grateful.

You can do many things outside.
When the weather is pleasant the chil-
dren take turns eating out on our class-
room patio, four at a time, or we go to
the park as a class and have lunch there.
Sometimes we have silent reading time
outside, or read-aloud time at the end

of the day. The children who are re-
sponsible enough may also work out-
side when the weather permits. We
dance and sing outside and do our
physical exercises outdoors when the
climate is right.

Space permitting, gardening is a
wonderful thing for the children to do
outdoors as well. Our 9 to 12 class
plants a garden in the spring with veg-
etables and flowers, and the children
who come to summer session tend to
it. They grow foods and herbs they then
use in the preparation of their Thanks-
giving meal together. They also dry the
mint and lavender and make and em-
broider sachets filled with these sweet
smelling herbs.

At the end of the school year the el-
ementary children put on a musical
which is held in a theater nearby. One
of the things they are taught during the
workshop leading up to the perfor-
mance is that we must show respect to
those we applaud. The cheering and
hooting that goes on at a basketball
game is not appropriate for a place such
as the opera or the ballet. Our director
explains to the children that applause
and an occasional “Bravo!” is all that is
needed to show another that you ap-
preciate his or her fine work.

Going Out gives the children the op-
portunity to use grace and courtesy in
public. In their local outings to the li-
brary or pet store they come into con-
tact with other adults. In making their
arrangements for a long distance Go-
ing Out excursion they make phone
calls to museums for information on
times, prices and directions. They
might also need to call to get train or
bus schedules, or a chaperone or driver
for their outing. I role play the phone
calls before they make them, so they are
better prepared when they speak to an
unknowing adult on the other end and
so they may practice their phone eti-
quette. Once they do go out they will
have ample opportunities to use cour-
teous behavior with every individual
and exhibit they encounter.

The 9 to 12 class is encouraged to do
some community service. One possibil-
ity is volunteering their time at a home
for the elderly. Here, they can use their
compassion to deeply learn the mean-
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ing of respect for older human beings,
which is so sorely missing in today’s
society. They are forced to slow down,
take time to listen and open themselves
up to others’ needs. These are valuable
lessons that all children should learn.

What is the merit of all this? In the
past we have had a few children come
in from other schools which are non-
Montessori, and their parents tell us
they are now more relaxed and less dis-
tressed. We think this outcome is the
result, at least in part, of the respectand
the courtesy we show to each other. In
other environments a child might be ac-
costed by other children getting in his
or her personal space; he might be emo-
tionally insulted or even physically
hurt. There are the pressures of dead-
lines and assignments, due dates and
timed exercises. In a true Montessori
environment the children are respected
above all else. We give them ways to
solve problems in social situations so
they are more at peace with themselves
and with others. A Montessori class-
room should be an enjoyable place to
come every morning, for both the chil-
dren and the adult.

Besides assisting in their learning of
these specific values, how do we help
the children to be more gracious and
courteous? We use humor in the el-
ementary classroom. We are always try-
ing to help the children find their own
solutions to problems. A child may say,
“There’s no chair for me to sit on at this
table.” I answer with, “Hmm! What are
you going to do about that?” The child
usually responds with a smile and goes
to get one. Or: “My pencil’s too short. 1
need a new one.” I say, “How interest-
ing!” The child usually waits a moment
and then wanders off. She frequently
comes back in a bit, with “May I please
have a new pencil?” Some children
need a little more guidance, and so I
will help lead them to the question they
want to ask.

Another example of our use of hu-
mor: We had just had a lesson in the
morning on telling time. That afternoon
a child approached me and, perhaps
out of habit, asked, “What time is it?” I
then responded: “I don’t know. Why
don’t you check the clock or your
watch,” or “Didn’t we just have that
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lesson?” “Oh yes,” (with a big smile)
and he excitedly went off to figure it
out.

We must help the children solve
problems using kindness and respect.
They need specific ideas on how fo rem-
edy social difficulties. I think we some-
times forget that children need to be
shown how to do things. If we observe
and listen to the child he will show us
what he needs. In the six to nine class
we give the children techniques for this.
For example, when two or three chil-
dren are having a hard time getting
along and it is interfering with their
work, give them a little time to try to
work it out on their own. Then, if they
are not progressing in a positive man-
ner, go over and ask each side to de-
scribe the problem. Then ask what they
could say or do to fix the problem. If
they cannot express it, tell them how.
Later, in the nine to twelve class, the
children are expected to work things
out for themselves without so much
teacher intervention. We must act as
role models, being ourselves the way
we want them to be.

This year 1 had five girls who were
the oldest in the class. They got a bit
cliquish, choosing to work only with
each other to the exclusivity of the
younger children. So I took the five of
them out of the classroom for a little
meeting one day. I suggested the idea
of writing a list of all the children in
the class and making a point of work-
ing with each one of them before the
end of the school year. I told them,
“You'll learn things about others you
never knew and find out that they each
possess their own wonderful qualities.”
I said it could be a kind of secret (this
they loved!), each one discreetly mak-
ing a list and keeping it in the back of
her journal or in her drawer. What hap-
pened was almost magical... When
they did reach out and work with other
children, the young ones were thrilled,
almost starry-eyed. The older children
in the class also set good examples, as
they worked with the younger ones, by
using good work habits and concentra-
tion. Here again, this experience was
raising their awareness of others and
their needs.

In helping them solve problems or

resolve conflicts, some children natu-
rally pick up appropriate ways to do
this. Others need exact words and
methods for doing this. So you must
figure out what a child needs and act
accordingly. We must also remember
that the elementary child now has a
reasoning mind, so we can appeal to
his use of reason in helping him to solve
problems. Because this is such a social
age for the children, they naturally fall
into group work as part of the environ-
ment and so must learn how to inter-
act graciously with others.

One other very important idea we
must convey to the children is the value
of teamwork over individual achieve-
ment. They should see the classroom
as a community. It is, after all, a micro-
cosm of society. So in their treatment
of others they must remember that
though they may not like everyone in
the class (as they probably will not like
everyone they meet in life), they still
have a responsibility to treat them with
respect because they are human beings.
In the classroom each child is a part of
the whole. The Golden Rule is always
applicable. One of our classroom rules
this year was, “Treat others the way you
would like to be treated.”

The child from six to twelve years of
age is compassionate. If a child is feel-
ing left out of a group I try to facilitate
that child’s inclusion, perhaps by ask-
ing a particularly sensitive child to in-
vite the other to join his or her group
for work or lunch. Sometimes we see a
beautiful moment in which a child does
this on his own, acting from a natural
response to seeing another in need.

The idea of teamwork comes into
play in the children’s group work. Hu-
man beings need to work as a team. The
early human beings on the earth would
not have gotten very far without each
other. The children must realize that we
all need each other. Their characteris-
tic of doing great work would not be
achievable without the help of others.
Think of times when the children in
your classroom were enveloped in a
piece of great work, whether it was re-
search on the Incas or squaring a
quadranomial. It certainly was not be-
ing done alone. Their most exciting and

- fulfilling work and their greatest learn-
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ing experiences come out of work done
with others.

Teamwork is also essential when our
nine to twelve class goes to the park to
play sports. Each player on a team
needs an awareness of and respect for
the others on his or her own team and
on the other team. Without these the
team falls apart and cannot function as
a whole. They try to maintain a balance,
making sure all the children are in-
vested in the game while keeping a rea-
sonable level of competition. There are
still important lessons to be learned on
sportsmanship, winning and losing,
but this idea of process over product is
a crucial one, in the classroom with
their work, as well as on the playing
field.

We have found at our school that
grace and courtesy underlie everything
in the classroom environment. When
the elements of politeness, gentility and
kindness are present, every other aspect
comes together in harmony. This means
that as directors we must attend to the
minor details that might, on the surface,
appear to be inconsequential. Every
single time a drawer is slammed shut
or a chair is banged loudly we must
make eye contact with the child or say
lightly, “Let’s try that again!” Though
this might seem an endless task for us,
the children eventually learn. Some of
the older children simply need to have
their name called and they will auto-
matically do whatever it is again. We
cannot allow courteous behavior to slip
for a single moment, or the children will
let it slip. We must understand that con-
sistency lays the foundation for proper
behavior.

Of course none of this is possible
unless we ourselves are fulfilled and
happy in our own work. We must each
devote time and effort to becoming the
kind of person we want the children to
see and imitate. One way we do this at
our school is to have a two-hour fac-
ulty meeting each week. The first hour
is spent discussing school business,
while the second hour is devoted to a
book discussion led by one of the di-
rectors. This time together brings out
so much about each of us, our experi-
ences in the classroom that week, our
successes and failures with the chil-
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dren. We share personal and profes-
sional ideas and thoughts, listening to
and respecting the various contribu-
tions each of us brings to the school,
and it bonds us together as a commu-
nity. On the outside it seems like a lot
of time from your daily schedule, but
in fact, it is a very important factor in
making us the kind of teachers and
human beings we want to be.

These ideas with children work.
Change does not happen instantly, but
gradually, with consistent effort on the
director’s part. Children rise to the oc-
casion if given expectation, opportu-
nity and support. Attention to the
details of grace and courtesy transform
every classroom into a beautiful, living
reality. And think of the benefits for the
children who come out of an environ-
ment such as this! Think of the effect
they will have on those around them
in later life if they have internalized
these values... and the contribution
they will be able to make to the future
of humanity! Let us not forget what
Emerson wrote: “Life is not so short but
that there is always time enough for
courtesy.”" ¢
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Prerace

We have reason for gratitude. When
Maria Montessori drafted the Erdkinder

Model in the late 1930s, it» was not -
implemented. In the 1970s the idea of -

the Urban Compromise came up (s.
Camillo Grazzini's verdict at this con-
ference in A Montessori Community for
Adolescents). It made the implementa-
tion of a real erdkinder school even more
unlikely. A few years ago at the confer-

ence in Chicago my lecture was Why .

not Consider Erdkinder? At that time it
was still considered utopian. Today we
talk seriously about Practical Consider-
ations! We have come a long way!

Why was I chosen to speak about
this? Was it because I grew up on a
small farm in the foothills of the Bavar-
ian Alps? Was it because I went to high
school in a Landerziehungsheim, a simi-
lar school model in Germany contem-
porary to Maria Montessori? Was it
because I worked with adolescents for
12 years in a traditional high school?
Maybe it was because, as a trainer, 1
should know these things. But with the
erdkinder plan we are all in new terri-
tory.

Maria Montessori’s From Childhood to
Adolescence is my main source. Page
numbers in parentheses relate to this
source, the second Schocken Books edi-
tion. Further, I draw on (for this con-
ference) Camillo Grazzini's work, A
Montessori Community for Adolescents.
But many conclusions are based on in-
tense discussions among trainers and
practitioners and on my looking back
into my own feelings and experiences
as an erdkind.

A word of clarification on the lan-
guage: adolescents sounds stilted; chil-
dren is no more correct at this age level.
The American language has an expres-
sion: kids. But that sounds too collo-
quial. I will use Maria Montessori’s
term: erdkinder. It's a plural, meaning
“the landchildren.” The singular is
erdkind.

Implementing the Erdkinder Model is

burdened with unease and anxiety. It
is true, we are walking on uncharted

land. But what is the risk? The tradi- -

tional high school serves our children
miserably. We can do only better. There
is no risk of doing worse. If we under-
stand self-construction to provide for
optimal development, then our task is
merely to follow the child, to lovingly
observe the erdkinder and modify the

environment until it serves the devel- -

opmental needs of the adolescent. As
far as our trust in Montessori is con-
cerned, her advice served us well for
our 3-6 year olds and for our elemen-
tary classes. Why not trust her with our
12-18 year olds?

There is trepidation that the time may
not be ripe. The time is never ripe. It
wasn’t any riper when Maria Montes-
sori started her first class in San
Lorenzo. Her project was not an easy
one; not one planned in all detail or
generally appreciated. She drew harsh
criticism; she was called upon to pro-
vide a more structured, less easygoing
regimen. And most of what we use asa
model for a primary class today was dis-
covered by Maria Montessori as she
wentalong with the existing class, rather
than before children were admitted.

Basic Etements oF THE ERDKINDER PROGRAM

The Farm
The farm is the integral element of

an Erdkinder School. Maria Montessori

points to some of its essentials (p. 105):

“quiet surroundings... close to nature...

open-air life... nontoxic diet...” This

characterizes her idea of such a “cen-

ter for study and work.” '
There are important educational fac-

tors in adolescents working a farm:

@ Physical labor is important from
ages 12-18 years. The discovery of
strength is a joyful experience. That
indicates the need for heavy physi-
cal work.

% Economic independence is the inde-
pendence to be developed at this age.

". It is closely related to growing and

o1

harvesting crops. Such independence

may not be gained entirely, but as a

token (p. 102/3).

Experiencing the creative abundance

of nature, the mystery of growth, the

joy of eating your own harvest, is a

healing factor. Experiencing the food

basis of humanity in agriculture was
considered a most important part of
understanding history for Maria

Montessori. It is still so today, maybe

even more so; if the numbers of the

Worldwatch Institute (Washington,

DC) are true, we may in the near fu-

ture realize that the limits of fertile

soil will show, in a disastrous way,
how important that food basis is for
the increasing world population.

Maria Montessori looks at a holistic

environment as an important factor

(p. 105): “Life in the open air, in the

sunshine ... the calm surroundings,

the silence, the wonder of nature sat-
isfy the need of the adolescent mind
for reflection and meditation.”

Adolescents yearn for the opportu-

nity to be alone, tobe able to walk in

a grove of maple trees or just out in

the solitude of a hillside:

Beauty is important. The farm may

have rolling hills, woods, creeks,

ponds...

* Even the “nontoxic diet” is consid-
ered in the context of the farm (p.
105).

What kind of farm describes Maria
Montessori’s vision? At her time and
place the prevailing farm was what we
would call a family farm: mixed farm-
ing, animal husbandry, poultry, bees,
both dairy cows and cattle, horses; lim-
ited size, so a family could run it; low
technology. The site of the farm is seen
to be in driving distance from the city
(1-2 hours), not in a suburb and close
to, but not immediately integrated in,
a village or town.

o

o

*
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The Living Community

Boarding for the erdkinder and the
live-in staff is another of the basic ele-
ments of this model. “During the diffi-
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cult time of adolescence it is helpful to
leave the accustomed environment of
the family...” (p. 105) “The whole order
of the daily life can be made to suit the
demands of study and work, whereas
the routine of family life has first to
conform to the needs of the parents.”
(p. 106)

Togetherness is important for adoles-
cents. They want to explore: Who am I?
Who are you? Moral issues are impor-
tant, issues of social life and issues of
sexuality. The work is integrated into
the course of the day. Commuting
would take too many hours away from
the day and would require a highly
structured schedule thatis counterpro-
ductive for adolescents. Life on the land
is what is intended, not merely a few
work hours, but an immersion in the
rural thythm. The exchange of ideas
needs unscheduled opportunities.
There must be facilities for community
activities (s. next section), for get-
togethers, a community room with a
huge fireplace, facilities for sports and
for outings.

One of Maria Montessori’s remark-
able ideas is the hostel. It is seen as be-
ing built by the erdkinder themselves,
for visiting teachers and experts, for
visiting parents, as an opportunity for
construction work and planning and
economic enterprise.

Economics

Astore or shop is set up in the nearby
town (p. 109) to sell the products of the
farm or the craft work made by the
group. It provides an opportunity to ex-
perience the economic interrelationships
of expenses, price, demand, income and
profit, and an opportunity to contact
people and to serve the community.

The erdkinder are to be involved in the
management of farm, residence, hostel
and craft shop. This is seen as part of
gaining economic independence, devel-
oping knowledge and skills in bookkeep-
ing, watching cashflow and experiencing
responsible decision making.
Creativity: Arts, Music, Poetry,
Drama, Dance

Self-expression provides an impor-
tant involvement for adolescents, an
outlet for emotional growth, an oppor-
tunity for emotional awareness. (p. 115)

Q

Necessary facilities include a stage; a
studio for painting, molding clay and
woodcarving; a piano, other instru-
ments and insulated rooms for practic-
ing music. :
Craftwork

Construction work of the erdkinder
may include but not be limited to build-
ing the hostel, some of the farm build-
ings and some of other structures. The
purpose is again a step toward inde-
pendence and an opportunity for gross
motor activity.

Technical tinkering may include re-
pairing machinery and cars, disassem-
bling machines or building one’s own
constructions. Maria Montessori lists
this opportunity under the academic
subject physics. Needed is a repair shop
with tools and basic machinery, a “mu-
seum of machinery” (p. 117). The same
good reasons apply here as did for
physical work: the adolescents’ bent
towards work with the hands, their
drive towards practical work. But this
is especially important since it provides
the bridge, the entry into the work of
science and technology.

Arts and crafts shall be listed in this
section too. They were discussed in more
detail in the previous section, Creativity.

Moral Education

Maria Montessori (p. 116) considers
moral education an important issue,
but she does not provide details par-
ticular to the third plane of develop-
ment. Philosophy and ethics should be
part of the curriculum. For meditation,
a quiet room should be available. In
dealing with religion, an open, tolerant,
loving atmosphere is important. Objec-
tive information about religion should
be part of the curriculum, as should be
the opportunity to connect with reli-
gious communities, e.g. local churches.
Discipline

Maria Montessori suggests that there
be enough freedom within limits and
rules (p. 113): “a fundamental order in
the succession of occupations during
the day... just those rules that are nec-
essary to maintain order and ensure
progress, enough freedom to allow
them to act on individual initiative.”

The graduate from a well working
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elementary class will have the required
self-discipline. At this point it may be
necessary to remind ourselves not to
imagine these erdkinder as the adoles-
cents of regular high schools. Only ap-
plicants from Montessori schools may
be considered.

Sexuality is an importantissue at this
age. Itis difficult to live against the pre-
vailing values of our society. In most
movies sexual encounter follows the first
day of acquaintance. The erdkinder com-
munity should develop a better under-
standing of sexuality. But what is the
right code of ethics? We must carefully
explore and discuss the values of the
parents, but also ourselves be comfort-
able with the rules governing the com-
munity. The model of A.S. Neill in
Sumerhill may not be suitable to attract
parents. But burdening the erdkinder
with guilt may not be suitable either.
While the topic is difficult, it cannot be
left untouched.

Academics

The issue of academics is important
in discussing the project (p. 99), but it
may not be the overriding focus. The
guideline, as in all Montessori schools,
is the erdkind’s developmental needs.
We have to consider the adolescent’s
characteristic of fewer intellectual in-
terests. And there shouldn’t be too
much concern: Montessori elementary
graduates should be ahead of regular
curricula. If the primary and elemen-
tary class was working as Montessori
envisioned it, using the power of the 3-
6’s absorbent mind and the 6-12’s rea-
soning mind to master all that is in the
album, the erdkind is then well prepared
to spend some time on something other
than academics.

In discussing curricular contents
Maria Montessori (p. 111) provides no
detailed curriculum. She maintains that
it should be developed based on expe-
rience with the adolescents themselves.
She does warn that the course of study
should not be restricted by curricula of
regular secondary schools.

Her list is somewhat unusual, but in
effect it renders the classical list. The
following sequence follows her listing:
+ Self-expression and moral education

have been mentioned.
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% Mathematics (p. 116) is a long para-
graph.

< With regard to language, Maria Mon-
tessori — and our present day social
situation! —makes a point for several
languages. We know that learning a
second language should start in the
sensitive period of 3-6 years. But it
certainly should be part of the offer
to the erdkinder.

Further fields of study listed by
Maria Montessori are “the study of the
earth and living things (p. 117): Geol-
ogy, geography, self expression, biology,
cosmology... physiology (anatomy), as-
tronomy.” Interestingly, under “study of
human progress and ...civilization (p.
117): physics, chemistry, mechanics,
engineering, genetics” are listed. Fi-
nally “history” is listed.

With regard to methods it is no sur-
prise, but must carefully be considered,
that Maria Montessori (p. 111) warns
us not to use methods of existing sec-
ondary schools.

Shall there be classes? In Latin classis
means “fleet.” Here we discuss lessons
for groups beyond three or five students.
Many adolescent programs have rein-
troduced larger size classes; is that in
tune with the adolescent’s needs? The
Montessori theory for the elementary
level requires small groups. The whole
class is the rare exception. Is the need of
the adolescent really different here?

Are materials still a successful way to
work? For mathematics Maria Montessori
(p. 116) calls for “special methods” and
“plenty of apparatus.” The elementary
materials may not be suitable for this age.
Do we have to design suitable materials?

Projects, exemplary learning and in-
dividual studies seem to be Maria
Montessori’s favorite methods. (p. 119)
Such methods call for stimuli by the ex-
pert, but then the erdkind’s own work
takes over, individually or in small
groups. In the elementary class, chil-
dren develop responsibility and own-
ership of the process of learning. The
erdkind should be ready to face society’s
standard of knowledge and decide on
their own how to go about acquiring it.

Outings
All the elementary characteristics of
going-out may still be valid, now with

a wider range and more responsibility.
But besides trips connected to research
there is a need for adventure, for physi-
cal challenges: mountain climbing,
whitewater rafting, wilderness explo-
ration. There are experiences in sum-
mer camps which we can use, e.g.
courses in which adolescents build
boats and use them to navigate the
ocean. The idea is not to copy such pro-
grams but to derive a gauge for what
is possible and how to achieve it in a
cautious way.

IMPLEMENTATION
The Beginning

The following list envisions the final
stage. Not all structures are there from
the outset. The erdkinder should have
the opportunity to plan, construct,
build and organize the hostel, a barn,
extensions of the residence. Farm op-
erations might, in the beginning, be laid
out to a minimum so that they can be
expanded. The number of simulta-
neously visiting teachers and parents
may be restricted for a while until the
hostel is built. The shop may start in
rented space or as a stand in the farm-
ers market.

The Farm

The size should be large enough to
provide labor for about 20 erdkinder and
a master farmer, but small enough to
avoid the industrial atmosphere of
agribusiness. Production may be laid
out to provide mixed farming: dairy
cows or goats; crops such as potatoes,
corn,wheat, produce and vegetables;
wool from sheep; chicken (hopefully
free ranging); and raising honey,
among others. The issue of slaughter
for meat must be discussed. It might
be better not to start with cattle ranch-
ing, but with slaughtering the chicken
as part of the operation.

Farming methods may require pri-
marily manual labor with the help of
horses and oxen, and with limited use
of a tractor. Amish farming might be a
good model, not as a principle, but asa
way to provide enough work for so
many people and to stay closer to the
historical context, which is one of the
reasons to choose farming for this level
of education. Organic farming might fit

the educational intentions but is not a
necessary principle.

The Residence

Boarding for the erdkinder requires
rooms, 2-3 persons each, for sleeping
and personal studies, with separate
wings or stories for boys and girls, a
community room - large, comfortable,
rustic, with a big fireplace, a stage and
piano — study rooms, rooms for music
practice, rooms for small group lessons
and two washrooms as multiple facili-
ties, one in each wing or story.

The residence for the live-in staff may
be close to, but separated from, the
erdkinder rooms and should be flexible
for changing staff situations — singles,
couple(s), family(ies) with children.
Besides bedrooms there must be pri-
vate living rooms or efficiencies for
each unit.

The outdoors must include a garden
for flowers and vegetables, a pool and
sports facilities.

The Shops and Studios

A shop for construction and machine
repair should include a tool box, a work
bench, a heavy vise, machines such as
a drill, welding set, circular saw and a
collection of machinery (the “museum
of machinery”, p. 117) to be taken apart
and reassembled. Shops for arts and
crafts may include an art studio, a shop
for pottery and one for wood working.

The Store

Its location should be within easy
driving distance — 30 minutes - of a
nearby town. The managing erdkinder
needs to commute there every day. It
might be integrated into a farmers’
market. Its size might be as small as one
rented room or a stand in the begin-
ning, but it may be expanded, through
the erdkinders’ efforts, to having its own
building. The inventory would be the
products of the farm and the erdkinders’
own arts and craft work. A limited
choice of other products might be dis-
cussed. With regard to profits, there
would have to be an understanding, be-
fore operation starts, of who has rights
to whatever profit is gained in the op-
eration. The erdkinder own the store. But
if there is profit beyond expenses, some
of it must go to the producers — the farm
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and the art shop, and some of it must
go toward the erdkinders” upkeep, but
some of it must remain theirs to spend!

The Erdkinder

Age is an important issue: Maria
Montessori discusses the erdkinder
model with the full range of 12-18 year-
old students in mind. However, the
major problems in maladjustment of
regular high schools to the needs of
adolescents occur during the ages of 12-
15 years. Most energy, therefore, has
been spent on settings for that age
group. This age also is more intensely
discussed as to characteristics and
needs. So many schools start with a
program limited to 12-15 year olds. But
limiting the program to the 12-15 year-
olds will eliminate the stabilizing effect
of the older erdkinder. They are more
able to do independent work, thus set-
ting a model. They will also set a model
in taking responsibility for planning,
economic decisions, etc. Asin all Mon-
tessori schools, there should be a mix
of at least three years of age, but it is
recommended that the whole plane of
development be served.

The number in the program is deter-
mined by both economic and educa-
tional factors. It must be large enough
so that a reasonable tuition may cover
expenses, but small enough to allow for
natural interaction. An erdkinder com-
munity should not experience the ano-
nymity of a college campus. If the
number is too small, dynamics of so-
cial interaction will be limited. About
15-20 erdkinder are frequently dis-
cussed; for economic reasons about 30
might be better and still not be too
many.

The selection of the finally enrolled
erdkinder needs careful consideration.
Only graduates of well working Mont-
essori elementary programs should be
taken. This is a necessity in view of the
demands on responsibility, inner dis-
cipline, work habits and level of aca-
demic knowledge. Many discussions of
the Erdkinder Model have negative re-
sults because 'regular’ kids, as experi-
enced in junior high school, are
envisioned as the potential students.
But the Montessori graduate is differ-
ent. The erdkinder program may require

e

Q

a careful revision of the preceding casa
and elementary levels: the enormous
intellectual capacity at the second plane
of development must be used and fed.
All exercises in the teacher’s album
must be presented, touching each child
each day in a small group. A second
language should be started in the casa
and elementary classes.

The powerful potential for inclusion
of special children in a Montessori ado-
lescent program must be recognized.
However, for the initial project it is advis-
able to enroll only students without such
major problems (s. Camillo Grazzini).

The Staff

Live-in staff provides the main per-
sonal contact for the students, butis not
necessarily determined as the farmer,
teacher or any particular specialist. If
168 hours/week (7x24) of duty are to
be covered, four staff members at 42
hours each are needed. With suitable
scheduling they can also cover some of
the needed expertise and professional
activities. Pure supervising tasks may
be covered by college students or vol-
unteers.

Maria Montessori proposes “a mar-
ried couple, house father and house
mother, who would develop a moral
and protectiveinfluence...” (p. 120). The
calculation above would ask for two
couples.

Visiting teachers and experts supple-
ment the staff expertise. That may in-
clude teachers with certification for
particular subjects not covered by the
live-in staff, experts for crafts or con-
struction, artists, musicians or scien-
tists. Even the farm expert may be a
visiting person, though that might
bring about problems. A

The necessary expertise to be covered
must include: farming, crafts, e.g. con-
struction, mechanical and arts, music,
dance, acting /directing, store manage-
ment and high school certification for
the subjects listed above.

The intensity of staff activity is an
important cost factor. Academic visit-
ing staff members may not necessarily
work full time. Subject experts may
take turns. Not all subjects may be ac-
tively taught at all times. If a subject
pauses, the students may choose to
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carry on working on their own. The role
of the adult is to create interest, open
issues to be studied, provide an envi-
ronment of available information and
guide the students’ studies. Live-in
staff with expertise in mathematics,
physics,language and history might be
desirable but not mandatory. Craftand
gardening experts may be retired per-
sons who choose to work along at their
leisure, with the erdkinder joining them
in the shop.

The Calendar

Maria Montessori deemed it “not
necessary to resort to holidays, which
are a waste of time and break the con-

‘tinuity of life.” Holidays ”...are simply

a change of occupation and surround-
ings, and this can be provided by a va-
riety of occupations and interests.” (p.
111) A calendar without vacations as-
sumes that life and work is so in tune
with the horme, that it is not felt as a
burden. This provides additional time,
balancing the total of academic and
non-academic activities.

Individual leaves on an irregular
schedule may still be allowed for fam-
ily trips, study excursions or visits.
Such leaves would preferably not be
taken in summer, which is the most
busy and interesting time on a farm.

PREPARATION

Research

Camillo Grazzini has produced a
list of research efforts he deems nec-
essary. The Montessori Teacher Edu-
cation Collaborative (MTEC) has
launched a project to collect experi-
ences with adolescents, modeled af-
ter Maria Montessori’s work in the
Casa dei Bambini. She recognized the
profound transformation of normaliza-
tion that took place every time a child
became deeply involved in work. She
then used this observation to identify
materials and situations that were help-
ful toward promoting such deep in-
volvement, thus creating the prepared
environment. MTEC’s study will try to
provide a similar collection of experi-
ences, situations which help the ado-
lescence to be drawn into deep
involvement. In modern terms, such
experiences, where flow is experi-
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enced, will then become the elements
of a prepared adolescent environment.

Teacher Training

Camillo Grazzini states that “train-
ing is not necessary.” Upon closer con-
sideration, we may recognize that
training as we know it from AMI pri-
mary or elementary training is not pos-
sible. The major difficulty there deals
with presenting materials. For the
erdkinder there are no materials yet. The
expertise required for an erdkinder
project is not specific to Montessori and
must be acquired at college or by ap-
prenticeship. But the person working
in an erdkinder program needs prepa-
ration for the particular philosophy and
methods. Necessary preparation must
include a certain amount of knowledge
of Montessori theory, including a pro-
found understanding of the idea of self-
construction, of the control of the horme,
of the understanding and importance
of work and of the four planes of de-
velopment.

In addition, some basic knowledge
of the work in the casa and elementary
classes is necessary, just as the elemen-
tary teacher needs some understand-
ing of the work in the Casa dei Bambini.
The preparatory course as required for
elementary students would provide
such an overview for the first plane. An
analogue preparatory course summing
up the essence of the elementary course
would provide the same for the second
plane. Particular emphasis should be
given to the late elementary work:
clause analysis, biological classification,
climate and plate tectonics, cube roots,
algebra, and formulas for area and vol-
ume.

A profound study of Montessori’s
theory for adolescents would be a must,
in particular of the Erdkinder Model as
the prepared environment for the third
plane. Such study might further in-
clude the state of experiments and dis-
cussions so far, the strategies for
adolescent learning (s. section on meth-
ods) and the materials as developed so
far.

Abroad view on contemporary ado-
lescent psychology and physiology
might be considered prerequisite, as
well as a basic knowledge of the

erdkinder activities such as farming,
gardening, economics, construction
and crafts work. The person working
in an erdkinder program needs a basic
knowledge of the academic curriculum,
including curriculum outlines for all
subjects, and a preparation of one’s own
subject in view of the differentlearning
strategies. Even the academic teachers
should have basic experience in cre-
ative activities, e.g. art, music, poetry,
drama and dance.

Training courses should be organized
in modules, adaptable to the different
needs of holders of different AMI
teacher diplomas, of high school teach-
ers certified for particular subjects, of
experts in farming, construction, arts,
of volunteers and of any combinations
of the above. Such training courses
must be directed under AMI supervi-
sion, employing AMI trainers and staff
with the diverse expertises necessary.

Concuusion

The Erdkinder Model is drafted by
Maria Montessori in its basic features.
It still needs many details to be worked
out. This cannot be done at a desk. The
best chance is a living project, where
the actual erdkinder are participating in
the development of the model, where
they are observed under the conditions
of the model and where variations and
new details can immediately be tested.
This was Maria Montessori’s way of
designing the methodology of the Casa
dei Bambini.

A list of detail issues may provide a
feeling of inadequacy. But the task does
not have to be more overwhelming
than to start a family —a task for which
none of us has training other than that
which nature has provided. In starting
an Erdkinder Model, we must also keep
in mind that the active horme of the ado-
lescents will be a strong guide. ¢

Peter Gebhardt-Seele, Ph.D., is an AMI elementary trainer at
the Washington Montessori Institute, holding AM! el-
ementary and special education diplomas. He has a de-
gree in engineering,a Ph.D.in economics, has worked in
computer applications and authored the book, The Com-
puter and the Child, A Montessori Approach.
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The Gift of Grace and Courtesy: Revealing the

Normalized Community

Mary Lou Cobb

I would like to begin by thanking
AMI/USA for inviting me to speak
today. The fact that I have been asked
to speak at a conference that is dedi-
cated to Mario Montessori is an enor-
mous honor.  had the great privilege
of meeting Mr. Montessori when I was
just a trainee in Washington in 1964. A
few years later, Miss Stephenson asked
me to drive Mr. Montessori to and
from the airport at a conference held
in Washington that particular spring.
I will always treasure my time with
him, uninterrupted, as we went from
place to place in my yellow V.W.
Beetle! He was a gentle man — full of
grace and wisdom. I can’t help but
believe that he is listening in today,
and I hope that I can make him
proud.

The topic I wish to speak about is the
Gift of Grace and Courtesy: Revealing the
Normalized Community. I will attempt to
define what is meant by grace and cour-
tesy and then to answer the question:
Are grace and courtesy outdated? I will
conclude by showing the relevance of
grace and courtesy in developing part-
nerships with students, parents, teach-
ers, boards and the community - in
creating a normalized school commu-
nity.

Grace comes from the Latin word
gratia, meaning “charm, favor, thanks.”
Webster’s International Dictionary de-
fines grace as:

% a free gift of God to man for his
regeneration or sanctification;
¢ a state of acceptance with a being
pleasing to God: enjoyment of
divine favor <be in a state of

grace>;

% a virtue of moral excellence
regarded as coming from God;
+ a disposition to kindness, favor,

clemency, or compassion.

Courtesy is simply defined as: “well
mannered conduct indicative of respect
for or consideration of others.”

Montessori’s vision of the normalized
child...achieved through grace and
courtesy

After years of observing and work-
ing with children, Dr. Montessori came
to see that the child longs to become a
respected member of his family and,
ultimately, of the society to which he
has been born. In order to do so, he
needs to learn what is considered ap-
propriate behavior, whether it be in his
family, his school or his community.
With this in mind, Dr. Montessori de-
veloped lessons in grace and courtesy:
how to greet someone; how to make a
person feel comfortable, to include:
how to open the door, offer to take care
of someone’s belongings; how to serve
food or drink; how to have an intelli-
gent conversation; how to have polite
table manners; how to pass; how to
wait one’s turn, whether it be in con-
versation or in line for groceries.

I could go on and on, but the point I
want to make is that the child wants
and needs to be included and to take
his place in society. If he isto do so in a
positive manner, then we need to in-
struct him as to what is acceptable or
not acceptable behavior. Dr. Montessori
incorporated the lessons of grace and
courtesy into the classroom because she
had as her ultimate goal educating the
child for life.

Are Grace and Courtesy Outdated?

I can almost guess what some of you
are thinking... Where are grace and
courtesy in our society today? Are grace
and courtesy outdated, things of the
past? Look at the increase in juvenile
crime —even in murders by 9 to 12 year
olds. This year alone, look at the nu-
merous shootings that occurred in el-
ementary schools across the country.
Children are shooting teachers; chil-
dren are shooting children. I am not
going to pretend that I have all the an-
swers, but I think you will agree that
some of the significant contributing fac-

ERIC

IToxt Provided by ERI

tors include:
 the breakdown of the nuclear family
< the increase in divorce
< the influence of television and other
media
+ the widespread use of drugs
 the lack of purposeful jobs for our
young
In the 90’s, 1 out of 2 marriages ends
in divorce. Not only do parents live
apart, but families rarely live in the
same community. The norm today is for
families to be at opposite ends of the
country, if not the world. Gone is the
day that mom is at home waiting for
her children with a glass of milk and
two chocolate chip cookies. Instead, the
only reception many children receive
is the almighty television.

In the more affluent homes, nannies
are raising children. For others, day
care centers are doing the job. I am not
trying to paint a picture of doom and
gloom. I am simply trying to say it like
itis. Itis my belief that our children are
being abandoned. '

When MTV or Beavis and Butthead
become the primary role models, you
must agree that we have a problem.
When children take to shooting chil-
dren, it suggests that we wake up and
take notice!

Every period throughout history has
had its problems. Look at the Middle
Ages with the bubonic plague. Look at
Stalin, Hitler and Mussolini, and the
devastation they caused throughout
Europe in our century. It is a given that
there will always be problems in the
world. As Scott Peck says in his open-
ing line of The Road Less Traveled, “Life
is difficult. But it is not without hope.
We can either succumb to the dark side
of humanity, or we can each commit to
doing whatever we can to make this
world a better place.”

Dr. Montessori never lost hope, de-
spite having her schools and materials
burned and having been exiled from
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Mary Lou Cobb

Europe. If anything, she became more
passionate and determined to reach the
children, for it is the children, she said,
“who are the hope for humankind.”

There is no question that grace and
courtesy are rapidly being lost in
today’s world. But to think that it is
outdated is wrong. If we ask what is in
the child’s best interest, then we know
that we must all be willing to work
harder at instilling the values of grace
and courtesy, not only with our stu-
dents but with their parents. As follow-
ers of Montessori, it is our charge — our
obligation!

What is noi‘malization, and how
might it be revealed in the classroom
as well as the school community?

Dr. Montessori believed that within
each child is a vital urge for knowledge.
He grows by his work. Through his
work, freely chosen, he becomes trans-
formed and shows the characteristics
of normalization: poise, order, indepen-
dence, self-reliance, the ability to exer-
cise appropriate choices, self discipline,
at peace with himself, kind and desir-
ing to help others. Montessori says in
The Secret of Childhood, “The normal
education of a child should lead to tran-
scendence, the mastery of himself in a
transcendent environment, making use
of the visible and invisible forces of na-
ture.” At the heart of Dr. Montessori’s
work was the recognition of the impor-
tance of the integrated person, the or-
dered personality.

Normalization is a point of arrival,
not of departure. It may take several
years to normalize a class. Normaliz-
ing the school community is a similar
process.

In the classroom, there are three ma-
jor components: the prepared environ-
ment, the teacher and the children. The
teacher is the vital link between the
child and the environment. It is impera-
tive that the teacher understand the
needs and tendencies of the children,
within the context of Montessori’s four
planes of development, and prepare the
environment accordingly.

Filled with love and respect for the
child, the role of the teacher is to help
each individual help himself to stretch
to his fullest potential: cognitively, physi-

cally, socially and emotionally...to
achieve inner discipline, self-reliance,
confidence and genuine respect for his
environment and fellow humans.

Let us remember Montessori’s defi-
nition of a school: “a prepared environ-
ment in which the child, set free from
adult intervention, can live in life ac-
cording to thelaws of its development.
It is a place of spontaneous work, where
the child is allowed to perfect himself,
using the environment as a means.”

We must remember that through
work concentration is developed, and
from concentration, normalization is
revealed. This is the gift we can give to
our children.

Modeling grace and courtesy within
and throughout our schools

More than ever, we need to model
grace and courtesy in our schools. We
cannot, should not, allow our children
to be swept up by a consumption
driven, television oriented, valueless
society. We need to educate our chil-
dren to make intelligent and sensitive
choices. We need to instill the values of
hard work, sacrifice, love, compassion,
responsibility, integrity and courage.

Like the classroom, the school com-
munity is comprised of individuals of
different socioeconomic backgrounds,
races, religions and cultures. The school
consists of seven major components:
 the prepared environment
< students
% parents
< teachers
< administration
< board of trustees
« outside community

Whereby the role of the teacher in the
classroom is to connect the child to the
environment, the role of the adminis-
trator is to connect the parents, board
and outside community to the Mont-
essori philosophy of education as an
aide to life. It takes work and time; most
of all, it requires that we have a true
understanding of Dr. Montessori’s
view for humanity.

Just as children pass through four
planes of development, I have come to
believe that a school goes through a
similar process.

Our school in Connecticut is in its
twenty-fourth year and, therefore, at
the end of the fourth plane of develop-
ment. Atlong last, we are beginning to
be at a place of equilibrium, and we
have begun to ask what we can give
back above and beyond our daily work.
Ithas notbeen easy getting to this place
and, in fact, for the first twenty-one
years of the school’s history, we were
in search of a new facility, a permanent
home. It is nearly impossible to achieve
normalization when you are living un-
der the threat of being homeless! But
three years ago, we were finally able to
purchase our own building, along with
four and a half acres of land.

As | speak to you today, we are
building four more classrooms, a
gymnasium, library, art studio and
music room. My focus as the admin-
istrator has-been to provide a secure,
beautiful and peaceful environment,
one that transcends the ordinary to
the extraordinary; a sacred place for
students, parents, teachers, board
members, administrators and com-
munity members.

How is normalization achieved in
the school community?

From my perspective, normalization
in the school community is achieved in
the same way we develop normaliza-
tion in the classroom with the students.
I have touched upon the significance
of preparing a special environment
throughout the school. Now I will fo-
cus on specific communication with
parents, faculty and staff, board mem-
bers and the community at large.

If we remember our own lessons in
grace and courtesy aswe communicate,
we will move closer to a normalized
state within our school. There are three
main ways in which we communicate
with our parents, staff, board and out-
side community:
< Verbally - through conferences,

phone calls, coffees, that quick chat

at the car or in the hall.

< Print materials — through newslet-
ters, invitations, enrollment agree-
ments, parent handbooks, etc.

< Activities — auctions, performances,
holiday dinners.
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The Gift of Grace and Courtesy: Revealing the Normalized Community

Parents

How can we better communicate
with current parents? Without the par-
ents, we could not have the students.
We know how to meet the needs of the
child through the art of observation. To
be a keen observer, one needs to call
upon knowledge about that person, as
well as intuit that which is not known.
Are these new parents or seasoned par-
ents; working parents or at-home par-
ents; Howdy-Doody parents or baby
boomer parents; take charge parents or
laissez faire parents; energetic parents
or burned out parents?! Bottom line, all
of these parents have chosen Montes-
sori for their child, and for this they are
deserving of our greatest respect and
attention.

From my experience, all parents who
choose Montessori need and deserve
clear and frequent communication
about their children. This can be accom-
plished in a variety of ways, to include:
* Parent Education Series
* Fall and Spring Picnics
* Holiday Celebrations
* Fund Raisers, such as Book Fairs and

Auctions
e Parent/Teacher Conferences
* Monthly Coffees (with the Adminis-

trator as well as with teachers on a

rotating basis). I would like to men-

tion that the coffees have been very
well received. Parents feel they can
share informally any issues they may
have. In addition, it is a great way
for new parents to meet the current
parent body.

* School Anniversaries

* Grandparents Day

* Plays and/or Sing-a-longs

» Weekly Newsletter: For example, we
began a weekly update called Cobb

Tales that is distributed to our parents

every Friday. One of our staff mem-

bers compiles information from each
department, including admissions,
development, etc., and puts together

a simple, yet informative mini-news-

letter. I've brought examples for you

to review.

As wenurture the children, so should
we nurture the parents. We do this best
when we involve them, communicate
with them, love and appreciate them.
Developing a positive relationship with

Q

parents is imperative for everyone,
most especially the children.

Faculty and Staff

Like the assistant in the classroom,
the administrator’s role is to protect the
lessons and to free the teachers to teach.
Just as the teachers seek to stretch each
child to his fullest potential, the ad min-
istrator seeks to stretch each teacher
and staff member to his fullest poten-
tial.

There are three ingredients that con-
tribute to creating a happy and produc-
tive staff:
® Observation
e Communication
* Grace and courtesy

We need to observe the individuals
who make up our staff. Are they new
and enthusiastic, or have they been
with you a long time and are losing
steam? Are they outgoing or shy, con-
fident or insecure? Each member of the
staff has a personal life. Are they mar-
ried, with children, single, divorced or
separated? Are they caring for aging
parents? Fulfilled or restless?

For example, I sit in on some parent/
teacher conferences with our faculty to
help them learn how to conduct a suc-
cessful meeting.

Observe and communicate; get to
know your staff. Be sensitive to their
individual needs and challenge them
to be all that they can be. Give them
the respect that they deserve and treat
them with grace and courtesy.

Board of Trustees

Aboard that does not understand its
role will be an obstacle to normaliza-
tion. Once again, we need to practice
observation, communication and grace
and courtesy. How are board members
selected and for how long? What is the
composition of the board: parent, past
parent, lawyer, minister, teacher? What
are the strengths and weaknesses of
each board member? Who are the talk-
ers and who are the doers? What is hap-
pening in their personal lives? Most
importantly, what is their understand-
ing of Montessori and of their role as a
trustee?

At our school we show appreciation
toboard members with small gestures,
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such as sending flowers for someone
who is hospitalized or small gifts dur-
ing the holidays. Board members re-
ceive copies of our weekly newsletter
and are invited to all school events.

It is critical that the administrator get
to know each board member well, to
understand their individual interests
and strengths. The administrator must
get the members of the board excited
about Montessori’s vision of education.
Aboard that is inspired will work end-
less hours over many years to help the
administrator build a normalized com-
munity. Such efforts should never be
taken for granted but, on the contrary,
acknowledged graciously and with
courtesy.

Community

I think you will agree that fostering
a positive relationship with the outside
community is important. Once again,
the key ingredients to having a posi-
tive relationship are observation, com-
munication and grace and courtesy.

A school that is located in a city will
undoubtedly have very different needs
from a school located in the country.
Are the majority of your students from
dual career families? What are the pub-
licand private schools like in your area?
What is the crime rate? What other fa-
cilities are available for your parents
and children? Are there parks, swim-
ming pools, museums and theaters?

Get to know your community and,
in so doing, you will have a better un-
derstanding of how your school can
meet the needs of your families and
make a positive contribution beyond.
Are there community outreach pro-
grams that your elementary students
can be involved in with the elderly, the
poor or for the environment?

I'suggest that you take a careful look
at how your school might be perceived
by ‘outsiders.” How do people know
about you? Is your school listed in the
phone book or real estate guides, with
the Chamber of Commerce, with librar-
ies and with local pediatricians?

What kind of image do you wish to
project? Do your brochure, stationery
and school publications accurately re-
flect who you are? Are the directions
to your school clear? Is there adequate
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signage? Who receives visitors? Do you
practice grace and courtesy when visi-
tors come to your school? Who answers
your phone? Is it generally the same
person? Is that person equipped with
the appropriate materials to answer
most questions? How are you commu-
nicating with potential families?

We have printed special notes so that
our Director of Admissions can hand-
write a thank you card to each family
who comes to visit. This simple act of
courtesy could confirm to new parents
that this school is a place where respect
and manners are instilled — from the
classroom to the office.

Normalizationis a point of arrival, not
of departure. Most importantly, it begins
with ourselves. Do you all have the char-
acteristics of normalization: poise,
thoughtfulness, self discipline, inner
peace? If our schools are to lead the child
to transcendence, then we must continu-
ally stretch to our higher selves. This is
what I believe Montessori meant by the
spiritual transformation of the teacher.
We too, as administrators, need to un-
dergo a spiritual transformation. This
requires reflection, introspection and an
understanding of ourselves. It requires
humility and a willingness to change for
the benefit of the child.

Our society is at war with families
today:. It is as if we have all jumped on
the same merry-go-round and don't
know how to get off. Like the computer,
faxes and e-mail, the merry-go-round
goes faster and faster.

We can make a different choice. We
can step off, slow down and take a
breath. Our schools can provide a place
of refuge. A sacred place that is pretty,
peaceful and conducive to harmonious
relationships. We can and should pro-
vide daily rituals for our children, par-
ents and faculty. This includes how we
handle arrival and dismissal, lunch
time and birthdays. We should incor-
porate traditions such as a harvest
lunch or May Day celebration. We
should observe our students, faculty,
parents, board and community and
communicate with them effectively.
Most importantly, we can give the gift
of grace and courtesy to others, for itis
through this gift that normalization will
be revealed.

A school that is normalized is, after
all, in a state of grace and, as such, will
reflect all that is good and pleasing to
God.

Iwould like to conclude with a quote
from Maria Montessori:

Human teachers can only help the great
work that is being done, as servants help
the master. Doing so, they will be witnesses
to the unfolding of the human soul and to
the rising of a New Man who will not be a
victim of events, but will have the clarity
of vision to direct and shape the future of
human society.

Let us aspire to Maria Montessori’s
vision for humanity. Let us use the gifts
of grace and courtesy to instill moral
excellence within our schools. It is our
duty. &

Mary Lou Cobb holds an AMI primary diploma and she
currently teaches a primary class in addition to serving
as head of the newly named school which she founded,
The Cobb School - Montessori, in Simsbury, Connecti-
cut.
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Maria Montessori and the Cosmic Creation Story

Brian Swimme, Ph.D.

My career has been spent reflecting
on the change in consciousness that has
followed upon the discovery of evolu-
tion, and what [ have come to realize is
that, for most people, evolution is mis-
understood as just another scientific
discovery, as something akin to the dis-
covery of a new moon of Jupiter or the
discovery of an odd sea creature. For
such humans, evolution is regarded
almost as a thing, or as a fact having to
do with nature out there somewhere.
But precisely such an orientation seals
a person away from a full recognition
of what the discovery of evolution ac-
tually means.

Maria Montessori was clearly a ge-
nius of a high order, whose achieve-
ments are too numerous to present in
one article. Here I wish to celebrate
what I myself regard as her most as-
tounding accomplishment, her recog-
nition that with the discovery of
evolution the task of educating the hu-
man species had forever entered a new
phase. What most biologists, cosmolo-
gists, as well as many insightful futur-
ists recognize today is that evolutionis
not just a fact — it is the dynamic context
for everything. The discovery of evolu-
tion is the discovery of a new and uni-
versal context in the sense that each
being or thing has evolved into its
present state, and this statement holds
true for humans and human cultures
as well as for barnacles and mountains.
But if this understanding is only now
becoming mainstream in the sciences
at the beginnings of the twenty-first
century, we have to stop and honor a
woman who was able to recognize the
significance of this change and began
building a new way of educating hu-
mans a century earlier, at the begin-
nings of the twentieth century. My own
opinion is that the Montessori move-
ment in education is primarily a move-
ment of the twenty-first century,
precisely because Maria Montessori’s

insights were so far ahead of the rest of -

the modern world.

Q

My aim in this reflection is easy to
state, difficult to accomplish. Maria
Montessori could see in a flash that
each child must be educated so that she
understands herselfas partofan evolv-
ing universe, must receive what Mont-
essori referred to as a cosmic education.
The modern world could not grasp this
at that time. If it required genius for this
insight a century ago, is it possible that
today more of us can begin to recog-
nize its truth? [s it possible that our time
is the time when the modern world
grasps what Maria Montessori meant
by a cosmic education, and how vital it
is that each child receive one?

My own attempt here is to consider
the universe not primarily under the
usual tag of “evolution” but rather of
“story.” A century of debate has en-
crusted the word “evolution” with all
sorts of unhelpful connotations; my
hope is that the category of “story”
might better serve us in our attempts
to understand what it really means to
say that we have discovered a new con-
text. What does it mean to have discov-
ered a “new story”?

With the word story I have in mind
primarily the story that comes out of
four centuries of modern scientific re-
search. This new story can even be un-
derstood as the crowning achievement
of the entire scientific venture. This
emerging story of the universe tells of
the fiery birth of the world fifteen bil-
lion years ago, of the creation of the
galaxies which followed the fireball’s
disintegration, of the appearance of the
solar system five billion years ago, of
the irruption of the first living cells on
the planet Earth, of the florescence of
life forms through four billion years of
our planet’s unfolding, and of the de-
velopment of human culture over the
last 100,000 years.

The details of this new cosmic cre-
ation story have only recently reached
a preliminary completion point. Begin-
ning with the seventeenth century’s
discoveries concerning the enormous

age of the Earth, followed by the eigh-
teenth and nineteenth century’s discov-
eries of the evolution of life forms and
of human societies, we have the twen-
tieth century’s investigations into the
formation of stars and galaxies, and the
final realization that the universe as a
whole has evolved over fifteen billion
years.! Some physicists use the year
1965, when microwave background
radiation was detected and the Big
Bang cosmology empirically con-
firmed, as the moment when science
discovered the outlines of the full evo-
lutionary story of the universe. All the
more remarkable that Maria Montes-
sori could move so quickly and so
boldly into this new context decades
earlier.

For most of us, coming so soon after
such stupendous intellectual creativity,
we stand blinking in the light of a ma-
jor revelatory experience. No wonder
we have difficulty recognizing what
has in fact taken place. For suddenly
we find ourselves possessed of a story
that soars beyond all the cultural myths
that formerly structured our societies.
Suddenly we have in our hands and
minds a new story of the universe, but
it is not a story about nature out there;

‘it is a story about ourselves as well. In

former times, the emergence of such a
new cosmological story had the power
to evoke new modes of humanity.

But before proceeding, I need to say
a word or two about the very nature of
a cultural story. By a cultural story, or a
creation story, or a cosmological story,
I mean those accounts that satisfy the
questions asked by humans with fresh
minds. So early on our children begin
asking all the deep questions. Where
did everything come from? Why are we
doing this? What is really going on any-
way? The young desire to know where
they are and what they are about. That
is, they desire to orient themselves and
live within a cosmic story.

By cosmic creation story I mean to
indicate those accounts of the universe
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we told each other around the evening
fires for most of the last 100,000 years.
These cosmic stories were the ways the
first humans chose to initiate and in-
stall their young into the universe. The
rituals, the traditions, the taboos, the
ethics, the techniques, the customs and
the values all had as their core a cos-
mic story. The story provided the cen-
tral cohesion for each society. “Story”
in this sense means “world-interpreta-
tion” — a likely account of the develop-
ment and nature and value of things in
this world.

Why story? Why should “story” be
fundamental?

Only through a story can we recog-
nize our existence in time.? To be hu-
man is to be in a story. To forget one’s
story is to go insane. Tribal peoples
show a keen awareness of the connec-
tion between health and storytelling.
The original humans will have their
cosmic stories just as surely as they will
have their food and drink. Our ances-
tors recognized that the universe, at its
most basic level, is story. Each creature
is story. Humans enter this world and
awaken to a simple truth: “We must
find our own personal story within the
Great Story, the Great Epic, of all be-
ing.”

In the modern world, of course, cos-
mic stories do not matter much for the
systems of the world. We in the indus-
trial states have focused solely on eco-
nomics, and economic stories, to
provide guidance and meaning for the
whole of life. Most of the twentieth cen-
tury has been the battlefield for two
different economic stories, especially
the American story and the Soviet story.
For all the differences between capital-
ism and socialism, one needs to reflect
long and hard on what they have in
common. For in either of these stories,
the universe and the earth are merely
backdrops. The oceans were large and
the species many, yes — but these im-
mensities were just the stage for hu-
mans. This mistake is the mistake of the
entire age.

Ina sentence, I would summarize my
own thinking in this way: all our di-
sasters today are directly related to our
having been raised in educational sys-
tems that did not provide us with a cos-

mic education, in educational systems
that ignored the cosmos for an exclu-
sive focus on the politics and econom-
ics and technologies of humans. We fail

in so grotesque a manner because we

were never initiated into the realities
and dynamics and values of the uni-
verse. Without the benefit of a cosmic
story that provided meaning to our
existence as Earthlings, we were
stranded in an abstract human world
where we managed to convince our-
selves that it made sense to invent
nuclear weapons and to “develop” the
Earth into so much ruinous waste.

One has to wonder over the modern
age’s strength of nerve in throwing
over 100,000 years of initiating the
young into the universe. But we had
discovered scientific law, and so im-
pressed were we by this blinding light,
we simply threw out the cosmic stories
for the knowledge the sciences pro-
vided. As Lord Dunsany remarked: “It
is very seldom that the same person
knows much of science, and about the
things that were known before ever sci-
ence came.” But why tell the story of
the Sun as a God when we knew the
sun as a locus of thermonuclear inter-
actions? Science gave us the real laws,
so it is understandable we would trade
fairy tales for mathematics, and would
enter a quest that would enable us to
leave behind once and for all the shift-
ing sands of time and its stories. As Ilya
Prigogine summarizes: “For most of the
founders of classical science — even for
Einstein —science was an attempt to go
beyond the world of appearances, to
reach a timeless world of supreme ra-
tionality — the world of Spinoza.”?

What a shock it has been to have
story reappear and, this time, right in
the very center of mathematical science.
Someday someone will tell the full
story of how “story” forced its way into
the most antistory domain of modern
science — I mean mathematical physics.
Here I would like to indicate in broad
strokes what has happened.

For physicists during the modern
period, reality meant the fundamental
interactions of the universe. In a sense,
the world’s physical essence was con-
sidered captured by the right group of
mathematical equations. Gravity, or the
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Strong Nuclear Interactions were the
real actors in the universe. The course
of events was seen as of secondary im-
portance, as the “details” structured by
the fundamental dynamics of physical
reality. The Story of Time was illusory
— time was simply a parameter in the
equations. There was nothing special
about any particular time, for the math-
ematical equations showed nothing
unique about any time.

The best story I know concerning our
dismissal of time concerns Albert
Einstein. Out of his own amazing ge-
nius, he arrived at his famous field
equations, the mathematical laws gov-
erning the universe in its physical
macrodimensions. What most dis-
turbed Einstein about his equations
was their implication that the universe
was expanding. Such a notion made no
sense in Newton’s static universe. Mo-
tion meant a motion within the uni-
verse. The idea that the universe itself
was dynamic was virtually impossible
to formulate and remain within tradi-
tional Newtonian ideas about space
and time.

To avoid conceiving of a dynamically
changing universe, Einstein altered his
equations. He added a term, the cos-
mological constant, that brought the
mathematical universe back into con-
trol. But soon after Einstein published
his equations, the Russian cosmologist
Alexander Friedmann found solutions
to Einstein’s original equations — solu-
tions where the universe was expand-
ing in all directions. Einstein’s response
to Friedmann’s communication was a
polite dismissal of what seemed to be
an utterly preposterous mathematical
fiction.

When Edwin Hubble later showed
him the empirical evidence for an ex-
panding universe, Einstein realized his
failure of nerve. Had he published his
original equations, he would have
made the greatest prediction in the en-
tire history of science — that the universe
had a beginning in time. For if the uni-
verse is expanding in all directions,
then at a certain time in the past, all of
the universe was in a single place, the
birthplace of reality. He later came to
regard his doctoring of the field equa-
tions as the “biggest blunder of my




Maria Montessori and the Cosmic Creation Story

life.”*

Even so, we now realize — following
the work of Einstein, Hubble and oth-
ers — that our universe did have a be-
ginning in time and has been developing
continuously for fifteen billion years.
Every moment in time is new. We now
realize that we live not in the static ul-
timately unchanging universe of New-
ton, but within an ongoing cosmic
story.

Story forced its way still further into
physics when in recent decades scien-
tists discovered that even the funda-
mental interactions of the universe
evolved into their present form. At the
beginning they were different than they
are now. That is, the laws that govern
the physical universe today, that were
thought to be immutable, are them-
selves the results of developments over
time. From the beginning of the scien-
tific enterprise we had assumed the

laws were fixed, eternal, absolute. Now -

we have discovered that even the laws
have their own story in time. The Cos-
mic Story, rather than being simply
governed by fixed laws, draws these
laws into its own drama. I hope the
conclusion is clear. The ultimate real-
ity of the universe turns out to be not
mass, or energy, or information, or
laws; the ultimate reality turns out to
be story. The ultimate reality is that
which answers the question, "What
happened?”

What happens when physicists begin
to value not only the repeatable experi-
mentbut history’s unrepeatable events,
no longer regarding each event as sim-
ply another datum useful for arriving
at mathematicallaw but as a revelation
all by itself? We have the possibility for
a reenchantment with the universe, for
a recognition that in the evolutionary
development of the universe and of life
and of the human, we have the great-
estepic we have ever seen. We begin to
suspect that the most significant task
before us is to understand ourselves
and the entire human venture within
this story, rather than understanding
ourselves primarily in economic or po-
litical terms.

A central desire of scientists in the
future will be to explore and celebrate
the enveloping Great Mystery — the
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story of the universe, the journey of the
galaxies, the adventure of the planet
Earth and all its life forms. Scientific
theories will no longer be seen simply
as objective laws. Scientific understand-
ing will be valued as that power ca-
pable of evoking in humans a deep
intimacy with reality. That is, the value
of the electromagnetic interaction as ob-
jectively true will be deepened by our
awareness that study and contempla-
tion of the electromagnetic interaction
allows humans to enter a rich commun-
ion experience with the contours of re-
ality in the stellar cores, as well as in
the unfolding dynamics of our sun and
forests.

I'am convinced finally that the story
of the universe that has come out of
four centuries of modern scientific
work will be recognized as a supreme
human achievement, the scientific
enterprise’s central gift to humanity, a
revelation having a status equal to that
of the great religious revelations of the
past.

Of course, these are speculations. T
may be wrong. Instead of scientists
devoting themselves to a further explo-
ration and celebration of the cosmic
story, they may be entirely captured by
the exploitive industrial processes and
wasteful militaries of the planet. But I
do not think so. The one reason I wish
to draw attention to here is the plan-
etary implications of the cosmic cre-
ation story.

I discussed Einstein’s difficulties
with his own equations to highlight an
obvious and significant fact of the story
—ithas the power to draw humans into
itself. Einstein did not wish to discover
an expanding, time-developmental
universe. Quite the opposite. Another
famous physicist, Arthur Eddington,
found the whole notion “abhorrent.”
But the story convinces regardless of
one’s previous cultural assumptions.
This new story has the potency to offset
and even to displace every previous
world-view. Often such displacement of
traditional stories results in social catas-
trophe, and this reality must be dis-
cussed. What I want to bring to the
reader’s attention here is that the human
being, as constituted today, finds this
new story undeniably tried to the truth,

and this is great news indeed.

For suddenly the human species as a
whole has a common cosmic story. Is-
lamic people, Hopi people, Christian
people, Marxist people and Hindu
people can all agree in a basic sense on
the birth of the Sun, on the develop-
ment of Earth, the species of life and
human cultures. For the first time in
human existence, we have a cosmic
story thatis not tied to one cultural tra-
dition or to a political ideology, but in-
stead gathers every human group into
its meanings. Maria Montessori was
one of the very first humans to recog-
nize the significance of this. This is one
of the principal reasons for her appeal
throughout the planet. With her sense
of the universal nature of the evolution-
ary process that gave birth to a human
species with a common nature, she
broke out of the constraints of nation-
alistic ideology altogether.

Certainly we must not be naive about
this claim of universality. Every state-
ment of the cosmic story will be placed
in its own cultural context, and each
context is to varying degrees expressive
of political, religious and cultural per-
spectives. But given that fact, we have
even so broken through to a story that
is panhuman; a story that is being deep-
ened and extended through scientific
research taking place on every conti-
nent and within every major cultural
setting.®

What does this mean? Every tribe
knows the central value of its cosmic
story in uniting and sustaining its
people. The same will be true for us.
We are now creating the common story
which will enable homo sapiens to be-
come a cohesive community. Instead of
structuring the planet around the Japa-
nese story or the American story, and
so on, we have the opportunity to tell
instead the cosmic story and the ocean
story and the mammalian story. Instead
of building our lives around the vari-
ous human agenda alone, we can build
our lives and our societies around the
story of the entire Earth Community.

Thisisa good place perhaps to make
my final comment on the meaning of
“cosmic creation story.” Although with
this phrase I refer in general to the ac-
count of our emergence out of the fire-
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ball and into galaxies and stars and
earth’s life, I also think of the cosmic
story as something that has not yet
emerged. I think we will only have a
common story for the human commu-
nity when our parents and our teach-
ers and our poets tell us the story. For
until our elders tell the story we have
only facts and theories, all of which are
crucial, but none of which is sufficient
to give expression to our deepest feel-
ings at finding ourselves in the midst
of a cosmic adventure.®

Most tribal communities understand
the necessity of developing story-tell-
ers — people who spend their lives
learning the story and celebrating itin
poetry, chant, dance, painting, music.
The life of the tribe is woven around
such celebrations. The telling of the
story is understood both as that which
installs the young and that which re-
generates creation. The ritual of telling
the story is understood as a cosmic
event. Unless the story is sung and
danced, the universe suffers from de-
cay and fatigue. Everything depends
on telling the story — the health of the
people, the health of the soil, the health
of the sun, the health of the soul, the
health of the sky.

We need to keep the tribal perspec-
tive in mind when we examine our situ-
ation in the modern period. Instead of
using our scientific knowledge to de-
velop vibrant cosmic myths with cor-
responding and deeply involving
rituals, we put our knowledge to use
almost entirely in technological appli-
cation. Our new common creation story
has been ignored, left undeveloped. It
is no wonder, then, that so many of us
throughout the planet today are sick
and disabled, that the soils have gone
bad, that the sky is covered with soot
and that the waters are filled with evils.
Because we had no celebrations inau-
gurating us into the universe, the whole
world became diseased.

But what will happen when storytell-
ers sing of our common origin, our stu-
pendous journey, our immense good
fortune? What will happen when Maria
Montessori’s vision of a cosmic educa-
tion becomes something every child
receives, just as common in the educa-
tion of the young as arithmetic or lan-

guage? What will happen is that the
human species will enter a new phase
of its story. What will happen is that
humans will become not just Ameri-
cans or Italians or Chinese or Navajo,
but Earthlings, cosmic beings emerging
out of the mystery of Earth with a vast
role to fulfill in the universe’s drama.

The humans of today are convinced
asnever before that the future depends
upon our acting together for the com-
mon good. Appearing in human con-
sciousness as well is the recognition
that our common story of the universe
carries the promise of a unity inconceiv-
able throughout the modern period.
Evidence of this change in awareness
is the 1997 conference sponsored by the
American Association for the Advance-
ment in Science and held at the Field
Museum of Chicago where the topic of
discussion was “The Epic of Evolu-
tion.” Scientists and other intellectuals
gathered to focus on the religious and
cultural and social implications of this
new and profound understanding of
cosmic evolution. For centuries scien-
tists had their immutable laws, and re-
ligionists had their theological doctrines;
but dawning in these leading edges of
human consciousness is the realization
that even more fundamental than laws
and doctrines is the story, and that hu-
manity has a new story, with vast sig-
nificance for the future.

One could summarize this by saying
that in our time some of the most bril-
liant members of our culture are catch-
ing up to where Maria Montessori began
decades ago. If this is true it means that
the larger world, in various ways and
with a variety of understandings, will be
searching for individuals and teachers
and programs with experience and skill
in carrying out Montessori’s work in
cosmic education. The transformation
out of the anthropocentric and Earth-
destroying mentality of the modern pe-
riod depends upon it. I feel confident
that when historians of the third mil-
lennium reflect back on our time, they
will see the Montessori movement in
education as an early root that grew
into a vast transformation in conscious-
ness occupying humans throughout the
twenty-first century. And when we
think of the trillions of living beings

who will be beneficially affected by this
change in humanity, we begin to real-
ize something more. What Maria Mon-
tessori inaugurated was not just a new
educational movement, buta changein
the very vitality and evolution of the
Earth as a whole.
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The Company of the Elect

Renilde Montessori

In past decades there has been much
snideness and vituperation about
Montessori’s elitism, its perceived im-
position on the children of middle-class
values. Some years ago the very title of
this conference, Grace and Courtesy - A
Human Responsibility, would have been
sloughed off as insufferably precious.

But times change, cycles turn, values
discarded as bourgeois conventions are
rediscovered, found to be essential and
fundamental to the human condition;
and reinstated, like furniture once con-
sidered passé being brought down
from the attic and reverently refur-
bished. The persistent rediscovery of
ancient mores is a leitmotif in human
evolution without which the music of
the spirit would be an amorphous
mumble.

There are, however, those among us
who always tend to reach out for the
good and the wholesome, for the
beauty which they find in all of cre-
ation; who are always disposed to ad-
mire, to appreciate and to celebrate
with their entire being that which the
world has to offer. These are the chil-
dren.

It takes great and consistent effort to
destroy this tendency, but in the long
run we manage to do so with remark-
able efficiency, even though, in spite of
us, many children retain their joyous
vitality, perhaps with an early autumn
tinge of melancholy.

A young princeling comes to mind
who, with the greatest courtliness,
showed visitors around the dank, dark
and grotty basement which housed a
well-known, very expensive, highly
respected bilingual day-care centre in
Toronto. “Please come this way, see,
this is where we keep our books. And
these are our blocks. If you will follow
me, this is the art corner.” The furni-
ture was scuffed, the carpet filthy, the
books tattered, the blocks covered in a
patina left by many unwashed little
hands, the art a conglomerate of snip-
pets, dirty egg-cartons, dribbled glass

paint pots ... an environment for the
elect? Indeed, no. And yet the little boy
presented it to the horrified guests with
the graciousness of an accomplished
host, far outshining that of the adults
in charge who were unkempt, loud,
rude and inhospitable to guests and
children alike.

This is a sad little vignette depicting
one out of thousands, probably hun-
dreds of thousands of what Maria Mon-
tessori called “refugee camps” for
young children. No doubt there are as
many excellent day-cares, créeches, and
day nurseries directed by cheerful, af-
fectionate, intelligent people as there
are horrors run by indifferent merce-
naries with uneducated personnel. The
fact is that the latter are a crime against
the child, therefore a crime against hu-
manity and should not exist. And yet
it is noteworthy how many profes-
sional educators, child-minders, teach-
ers, are indifferent to children; indeed,
they do not like children. The ultimate
tragedy is that of parents who do not
like their children, and they abound.
Even more dangerous are those who
like their own and no others.

When we look dispassionately at our
past and think of all the people who
educated us, who minded us as chil-
dren, who taught us — of how many can
we truthfully say they liked children?
The ones who did like us, who enjoyed
the mirth of existence with us, shine
golden in our memories.

This makes one wonder why so
many people who do not like children
have them, why so many people who
do not like children become teachers.

Until very recent times we were still
blindly following nature’s mandate to
perpetuate the species. We are becom-
ing aware that the species has multi-
plied to an alarming degree, abounding
in sufficient numbers to destroy its
habitat. We have the knowledge and
the power to take a hand in helping
nature keep our perpetuation within
reasonable bounds. We are acquiring
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thereby the interesting obligation to
reconsider ourselves as potential par-
ents, and to discover the true nature of
the child so that we may best educate
it.

Until very recent times there were few
professions open to women, and teach-
ing was one of them, which was a some-
what meretricious but understandable
reason for becoming a teacher.

Now that there are professions ga-
lore, teaching can become a choice
among many others; indeed, it can be
taken up as a vocation which is as it
should be. Again, this calls for a new
awareness of what education entails,
the immense responsibility it carries,
the great demands it makes upon our
wisdom, our endurance and the qual-
ity of our selfhood.

Parents and educators must now
consciously assume the function of aco-
lyte to nature and this requires a knowl-
edge of the child which in earlier times
was not a prerequisite either to become
a parent or a teacher.

In The Absorbent Mind (Chapter
XXVII-The Teacher’s Preparation) Maria
Montessori says, “...let us always re-
member, when we present ourselves
before children, that they are ‘of the
company of the elect.”” The reason we
are enjoined to remember this is pre-
cisely that it requires us to question and
confirm our worthiness as educators.

Maria Montessori once pronounced
with great severity, “It is your duty to
be beautiful.” For some odd reason
beauty has seldom, if ever, been con-
sidered a necessary asset for people in
charge of children. This is a dreary
symptom of adults” lack of awareness
of and respect for their dignity. Not
only their dignity, but also their aes-
thetic sense. Their spirit is alight with
the joy of existence. Their inclination to
find things beautiful is abundant and
generous precisely because they are “of
the company of the elect,” persons be-
longing to a specially privileged group,
those chosen for the salvation of the
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Renilde Montessori

species. So we wear scruffy sneakers
and sweat suits.

We dress up for people we consider
important, for occasions we consider
momentous. What people are more
important than our children, which
occasions more momentous than the
time we spend with them, helping
them, encouraging their efforts to ful-
fil their pristine and powerful poten-
tial? We have learned to prepare an
exquisitely clean, orderly, beautiful, in-
telligent environment for them. Many
of us still have to learn that the pivot of
this environment is the exquisitely
clean, orderly, beautiful, intelligent
educator within it, obviously taking
into consideration that the human be-
ing is an entity composed of body, mind
and spirit. Physical, mental and spiri-
tual cleanliness, order, beauty and in-
telligence are the disciplines required
if we are to merit the privilege of call-
ing ourselves educators.

And, potentially, these disciplines are
vivid within the child, for us to observe,
for us to relearn, thereby becoming ad-
equate to teach.

In The Secret of Childhood (Part 11 —
Chapter I-The Task of the Teacher), Maria
Montessori paints a scathing picture of
the arrogant, proud and angry tyrant,
possessed of all truth, who obviously
neither loves, nor likes, nor respects
children and is, therefore, iniquitous
and unworthy of the company of the elect.

In The Absorbent Mind (Chapter
XXVII - The Teacher’s Preparation) she
gives wise and sensible advice to the
opposite of the foregoing — the young,
inexperienced teacher, hapless, helpless
in front of the first group of children in
her charge, whom she is prepared to
love, like and respect, but does not
know yet how to direct. She has, how-
ever, a good chance to achieve excel-
lence, if helped, and become worthy of
the company of the elect.

There are many unworthy types of
educators Maria Montessori does not
mention — among others, the intrusive
pseudo-psychologist; the emotional
parasite; the paraphonic iceberg. Un-
worthy because their motives in work-
ing with children are self-serving, and
one of the prerequisites for any educa-
tor is to be able to set the self aside.

In The Absorbent Mind (Chapter
XXVII - The Teacher’s Preparation) Maria
Montessori writes:

"To serve the children is to feel one
is serving the spirit of man, a spirit
which has to free itself. The difference
of level has truly been set not by the
teacher but by the child. It is the teacher
who feels she has been lifted to a height
she never knew before. The child has
made her grow till she is brought
within his sphere.

What is the greatest sign of success
for a teacher thus transformed? It is to
be able to say, “The children are now
working as if I did not exist.”

She will be able to say: “I have
served the spirits of those children, and
they have fulfilled their development
and I kept them company in their ex-
periences.”

The most appealing statement in the
above quote is, “I kept them company
in their experiences.” It brings to mind
another individual who should be in-
cluded in the list of the iniquitous — the
chum teacher.

There is an elegance in companion-
ship between young and old, between
child and adult; there is implicit a mu-
tual respect, a recognition of different
experience, the comfort of authority for
the child, the tenderness of responsibil-
ity for the adult. Chumminess implies
a totally inelegant, poke-in-the-ribs,
chortling type of relationship. We may
be equals, but we are not peers and it is
ungrowthsome and disorderly to pre-
tend we are, for we then no longer de-
serve respect and the children are
deprived.

Children are deprived inmany ways,
of many rights, of many privileges that
are their due.

"The great task of education must be
to secure and to preserve a normality
which, of its own nature, gravitates to-
ward the centre of perfection. Today,
instead, all we do is to prepare artifi-
cially men who are abnormal and
weak, predisposed to mental illness,
constantly needing care not to slip out-
wards to the periphery where, once
fallen, they become social outcasts.
What is happening today is truly a
crime of treason to mankind, and its
repercussions on everyone could de-

stroy us. The great mass of illiterates,
which covers half the earth, does not
really weigh upon society. What weighs
upon it is the fact that, without know-
ing it, we are ignoring the creation of
man, and trampling on the treasures
which God himself has placed in every
child. Yet here lies the source of those
moral and intellectual values which
could bring the whole world on to a
higher plane. We cry out in the face of
death and long to save mankind from
destruction, but it is not safety from
death, but our own individual eleva-
tion, and our destiny itself as men, that
we ought to have in mind. Not the fear
of death but the knowledge of our lost
paradise should be our tribulation.”
(The Absorbent Mind, Chapter XXIII -
Cohesion in the Social Unit)

If we see the children as being of the
company of the elect, we ourselves shall

-gain in dignity by giving them the free-

dom that is their right, and they will
attain the disciplines of their human
condition in their time, place and cul-
ture.

If we see the children as being of the
company of the elect, they will grow in
the knowledge that they are worthy
and no material poverty will ever
darken the radiance of their spirit.

If we see the children as being of the
company of the elect, they will together
create a cohesive, peaceful community,
promise, ever less fleeting, of a peace-
ful world where our species, young and
troublesome as it is, can mature and
become wise.

We shall not be there to see it but we
can leave with the peaceful conviction
that generation, after generation, after
generation, after seven generations, af-
ter seven times seven generations, in
aeternum, children will be born and
these children will all be of the company
of the elect. We are beginning to perceive
this. Is it not cause for hope that knowl-
edge and understanding of the child
may become a given in our collective
unconscious? %

Renilde Montessori obtained her primary Montessori
diploma from the Washington Montessori Institute in
1971 and has been lecturer, trainer and AMI examiner.
In 1995 she became the General Secretary of AMI. For
complete bio see page 8.
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Peer Mediation — A Useful Tool for Grace and Courtesy

in the Elementary Montessori Classroom

Carol Hicks

In the preface to her book, Education
and Peace, Dr. Montessori stated, “Es-
tablishing a lasting peace is the work
of education; all politics can do is keep
us out of war.”! Today it is difficult, if
you pay any attention to the media, to
ignore the sensational reports of vio-
lence throughout the world, particu-
larly violence by children. The response
by government officials is to offer more
severe punishment for the offenders.
We read of road rage, a type of rude-
ness that has intensified into violence.
Good manners are often considered
archaic or repressive. It is as if society
no longer is content with declaring war
on other nations but is also determined
to declare war on itself.

Itis difficult to remain positive in the
face of these reports. We must remind
ourselves that Dr. Montessori also said
that “The child is both a hope and a
promise for mankind.” When we look
into the eyes of a toddler, when we see
the moment of compassion as an el-
ementary child comforts a classmate,
when we see the look of concentration
on the face of a child at work, we are
privileged to get a brief glimpse of this
hope, this promise. It is the children
who will lead us to peace, to a society
based on graceful and courteous behav-
ior, to a society that places the needs
and well-being of people above mate-
rial goods and territories. However, it
is our task, as adults, to serve the child
so that he may fulfill this promise to
the future and live up to his fullest po-
tential.

Supernature

Montessori contended that human
beings have developed what she called
a supernature. This is the totality of
society, including both the physical and
spiritual territories. We can no longer
live without the supernature, for it pro-
vides us with the essence of humanity.
Language is a part of the supernature,
and it is with language that we convey

to the next generation our way of be-
ing. The supernature is made up of all
human inventions, such as paper and
pencil, chairs, housing and cars. The
supernature is also made up of our cul-
ture, from the style in which we dress
and adorn ourselves to the thoughts we
hold and the language with which we
express our thoughts. The supernature
includes our morals and our religion.
We think, at times, we would like to
leave everything behind and live a
simple life. ‘Back to the earth, abandon
the material world” was a popular no-
tion at one time. Those who followed
thisidea took with them their language,
theidea of how a house should be built
and seeds that were developed by gen-
erations of farming, to name but a few
things. These people did not live out-
side the supernature.

At this time, the material side of the
supernature is much more developed
than the spiritual side. We have ma-
chines to do almost every type of work
possible. We covet the possessions we
have and work endless hours to acquire
more. Montessori said, “The special
province of morality is the relation be-
tween individuals, and it is the very
basis of social life. Morality must be
regarded as the science of organizing a
society of men whose highest value is
their selfhood and not the efficiency of
their machines. Men must learn how to
participate consciously in the social dis-
cipline that orders all their functions
within society and how to help these
functions in balance.”?

Just as it was true in Montessori’s
time, we have little place for the child
in the supernature. Our institutions,
our physical structures and our laws
are aimed at adults. We do talk more
about child development now than
when Montessori first began her work,
but consider for a moment the current
plight of the family in industrialized
societies. Parents work long hours so
they can possess larger homes, pur-

chase more (supposedly) time-saving
devices and garner more professional
prestige while their children are rel-
egated to increasing hours in day care
or are left in the hands of a rotating se-
ries of young nannies. The number of
children living in poverty in the United
States increases each day. And many
children in poverty do not have even
the impersonal security of a day care
setting, but instead, are left home alone
to watch television or play unsuper-
vised in dangerous neighborhoods.
Obviously, children are still not given
the exalted place they deserve.

The Child’s Place in Human
Development

We must remember that Dr. Montes-
sori asserted that she did not develop
an educational method but that, rather,
she developed a theory of human de-
velopment in which the child is the
most important actor. Dr. Montessori
called again and again for people to
study the social organization of society,
to study morality. She called upon
people to put as much effort into the
study of peace as we have into the
study of hygiene, of weapons for war
and of mechanical inventions.

Today, in schools and universities, we
do indeed find curricula called peace
studies and conflict resolution. Peer
mediation isa part of these studies. But
we, as Montessorians, must understand
these curricula in the light of
Montessori’s theory. If we are to use any
of the lessons these curricula put forth,
we must do so with an understanding
of whether or not they provide keys for
the children as they develop their in-
terpersonal skills. We must look at the
personality of the child as revealed by
an environment specifically prepared
to meet the needs and characteristics of
the child at his particular stage of de-
velopment, as well as at the principles
which guide the Montessori prepared
environment. Before going on to exam-
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ine the peer mediation program, I want
briefly to recall to our minds a few of
the principles that are relevant for this
discussion.

The Prepared Environment

One principle which must be in place
in any Montessori classroom is freedom
and responsibility. Montessori held that
children must be free in order to heed
their own inner drives toward devel-
opment. This freedom includes the
right to choose work and how long to
engage in a particular work. There is
the freedom to choose where and with
whom to work. There is the freedom to
communicate with classmates and